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ABSTRACT
A STUDY OF CULTURAL PHYSICAL AND COGNITIVE COMPETENCIES IN
4-YEAR-OLD AFRICAN AMERICAN CHILDREN
FEBRUARY 2000
BEVERLYN CAIN, B.A., FINDLAY COLLEGE
M.Ed., UNIVERSITY OF MASSACHUSETTS AMHERST
Ed.D., UNIVERSITY OF MASSACHUSETTS AMHERST
Directed by: Professor Ernest D. Washington

The purpose of this research project is to expand Harter and Pike's Pictorial
Scale of Perceived Competence and Social Acceptance to include physical and
cognitive competencies that are specific to African American children.
Two pictorial tests were administered to a group of African American
preschoolers (n=30) (Harter and Pike's Pictorial Scale of Perceived Competence and
Social Acceptance and Boykin and Allen Revised Afro-cultural dimensions).
Observations of seven of the children during structured and unstructured periods
of the day were formulated into mini case studies of "acting up or "acting out behavior"
(Boykin's 1992 Prescriptive Pedagogy for African American children). Parent
interviews explored African American child-rearing practices. Teacher questionnaires
provided teacher perspective on children's physical and cognitive competencies.
The results of the study suggest that Harter and Pike's Perceived Competence
and Social Acceptance Scale can be combined with the Boykin and Allen Revised Scale
to create a culturally appropriate scale. Mean and standard deviations in both
instruments indicate that children in this study feel competent. The subscales attained
v

adequate reliability using Cronbach’s alpha level .79. Multiple regression findings
reveal spirituality as the significant predictor strongly correlated on the cognitive
subscale (Harter & Pike). The spirituality and movement expression subscales from the
Boykin and Allen Revised Scale were moderately correlated with the physical subscale
from Harter and Pike. The teacher/child correlations showed weak agreement between
tested behavior of children and teachers assessment of children's cognitive development.
The physical domain from Harter and Pike showed agreement between tested behavior
and teachers assessment. The seven mini-cases showed four steps of teacher
interventions in "acting up" or "acting out" behaviors in young children: verbal and or
physical guidance, ignoring inappropriate behavior, time out, and removal of child to
another classroom for part of the day. Movement expression, verve, communalism, and
spirituality are concepts to include when assessing African-American children’s
competence development.
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CHAPTER 1

INTRODUCTION
In the past, parents were responsible for competence development in the young
child. Today, the development of competence is a shared responsibility between
parents and early childhood teachers. The relationships of parent-child and teacherchild interactions play essential roles in the development of a child's physical and
cognitive competence.
Although society has acknowledged the existence of diversity; society
continues to adhere to traditional American values when assessing children from
diverse cultures (Gay & Abrahams, 1973; Simmons, 1985; Barona, 1983; Boykin, 1983,
1992). Two concerns have emerged. First, there is a need for a method that addresses
cultural specific expectations in the areas of physical and cognitive competencies. In
addition, there are problems related to assessing young children from cultures other than
the dominant culture, Barona (1983, 1987) notes that a minority child from a
disadvantaged environment may be less attentive and therefore do less well on
academically orientated tasks. Further he states that along with an assessment
instrument being accurate, it is very important for the instrument to address social,
cultural and linguistic factors that influence test performance. Second, there is a need
for parents and teachers to take on the challenge of meeting the needs of young children
in a developmentally appropriate way.
Susan Harter (1984) has met some of these challenges in her work on perceived
competence development in children. This term is utilized in her work on effectance
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motivation and is based on Robert White's (1959) article, Motivation Reconsidered: The
Concept of Competence. Susan Harter was concerned with moving the theoretical
implications of the article into a researchable mode. She believed that the concept of
effectance motivation was key in creating a model that would address evaluations of the
self in children.
According to Harter (1978), White was discontented with traditional theorists
concept of motivation. He argued that Hull's drive theory and Freud's psychoanalytic
instinct theory did not address human motivational theory. After investigating Piaget's
(1952) observations of infant and child exploration. White (1959) suggested that infant
and child behaviors such as exploration, curiosity, mastery and play were attempts at
developing competence. He saw these behaviors as an "urge towards competence."
Further, he defined the motivational aspect of competence as "effectance
motivation." His key phrase is "the motive impels the organism towards competence
and is satisfied by a feeling of efficacy" (White, 1959). The intrinsic motivation is
White's concept of the organism’s ability to deal with the environment. When an infant
or child is intrinsically motivated; then the infant or child will develop competence.
Hunt's (1965) theoretical work agrees with White's theory. He also views intrinsic
motivation as underlying play, exploration, etc.
Susan Harter (1978) highly supports White's theory, however, she believed that
the theory lacked empirical validation. Her purpose was to move this construct of
intrinsic motivation into a researchable hypothesis and to set it into a developmental
mode. She expanded White's theory by including extrinsic motivation with intrinsic
motivation. She believed that it was important to add the extrinsic construct in order to
2

address individual differences. In other words, White's theory discusses intrinsic or
inner motivation as the stimulator for competence development. Harter believes that
extrinsic or outer motivation is also needed to complete children’s competence
development.
Harter (1978) further believed that socializing agents or the people in the child's
immediate environment are examples of extrinsic motivation in the child’s competence
development. She viewed "perceived competence" as a correlate of the motivational
constructs with the emphasis on the child's perception of his or her competence. She
saw this term as an important mediator of motivational orientation. Unlike her
predecessors, Coopersmith (1967) and Piers and Harris (1969), Harter also believed that
components of the motivation constructs would be found in various skill domains such
as cognitive, physical, social and global self worth. Thus the purpose of her scale, The
Perceived Competence Scale for Children (1982), is to provide a profile of a child's
perceived competence across four domains (Harter, 1978). Her assumption was that
children would view themselves as being more or less competent in one area versus
another. Harter (1981a) tested 4000 elementary-age children from Colorado,
California., Connecticut, and New York.
Based on her scale for older children, Harter, along with Robin Pike, extended
the scale downward to accommodate younger children's perceived competence
development. This scale is referred to as Harter and Pike's Pictorial Scale of Perceived
Competence and Social Acceptance for Young Children (Harter & Pike, 1984). This
scale was utilized in the present study for the following reasons: the scale was
carefully constructed based on the theoretical foundation of the effectance motivation
3

theory; the scale addresses competence development in the young child which is
relevant to this study; and the scale has been used in diverse studies (abuse and neglect,
special needs, academic readiness, and the effects of preschool on developmental
progress).
From Susan Harter’s view, the framework for measuring self esteem used by
Coopersmith (1967) and Piers and Harris (1969) touches on specific content areas such
as cognitive competency, physical skills, popularity, morality and the like. Responses
to these items are summed up to provide a global score. The global score represents
how the individual sees him or herself. Contrary to this method, Harter (1981) believes
that global scores are not reflective of how a child may see him or herself in specific
areas. In other words, Harter believes that the individual in question may feel more
competent in one domain than in another. Harter and Pike's Pictorial Scale of Perceived
Competence (1984) identifies cognitive and physical domains in assessing perceived
competence development in young children.
Harter and Pike (1984) sought to identify meaningful domains that are specific
in the child's life and to construct subscales for each. The cognitive competence
subscale involves readiness skills of recognizing colors, numbers, alphabet, puzzles and
receiving stars on your paper. The physical competence subscale includes the skills of
swinging, climbing, skipping and running.
A pictorial format is used because young children respond readily to pictures
(Harter, 1984). Given this age appropriate pictorial scale, the question arises about the
feasibility of expanding this scale to include cultural specific behaviors of AfricanAmerican preschoolers. The competence domain is a concept that blends culture and
4

development. If a young African American child experiences his or her cultural values
within an early learning setting, the child will develop a feeling of competence. It is
also suggested here that, if a child does not experience his or her cultural values in an
early learning setting, the child will not develop a sense of competence.
Allen and Boykin's (1992) prescriptive pedagogy addresses cultural specific
behaviors in African-American children. These behaviors create a competent feeling
among children because they are related to their culture. This concept creates a link
between African culture and African-American children. Boykin (1983) believes that
Afro-cultural styles are the result of cultural conditioning and are basically habitual
patterns of behavior. For example, Boykin’s (1992) nine Afro-dimension reflects these
patterns of behavior.
The purpose of this study is to expand Harter and Pikes's Pictorial Scale by
including the Boykin Allen Revised Scale that consists of culturally specific physical
and cognitive behaviors of the young African-American child. In addition, the Afrodimension of affect is also included in the Boykin and Allen Revised Scale. This
expanded scale broadens teacher and parent perspectives on the importance of cultural
competence for African-American preschoolers. This study also fosters one way to
address the gap between cultural awareness and the implementation of this awareness in
the curriculum.
This study assesses parent, teacher and child perceptions in the physical and
cognitive competence domains. Teachers and educators understand the importance of
these expectations on the developing young African-American child when assessing
physical and cognitive competence domains.
5

These competencies were assessed using an ethnographic/correlational research
study in two predominant African-American early learning settings. Based on Harter
and Pike's Scale (1984) and Allen and Boykin's (1992) prescriptive pedagogy, data
collection consisted of the administering of two test instruments, observations of
children, teacher questionnaires, and parent interviews.
The results from the data collected will be valuable to teachers, educators, and
families in clarifying appropriate approaches that can be used when assessing AfricanAmerican children's physical and cognitive developmental patterns. This study brings
to light the necessity of awareness and implementation of African-American values on a
daily basis. This study broadens one set of guidelines to suggest that all children will
not gain from one perspective. The importance of understanding that children do not
develop competencies from one conventional set of values is voiced by Ogbu (1981),
Barona (1983), and Frable (1997). Barona (1983) believes that individuals’ learning
and understanding reflects their culture. Frable (1997) refers to the developmental
literature on racial and ethnic identity measures in children. She reports that children's
ethnic identities connect with family socialization practices, such as teaching about
cultural pride and displaying cultural objects in the home. This identity forecasts the
child's exhibition of a cooperative and culturally specific behavioral style. Barona and
Frable also note that a sense of competence is particular to the culture.
Specific problems and conflict can develop in many cross-cultural teaching
settings. Lightfoot (1978) lists the problems that tend to happen between children from
African-American and other non-European groups with teachers and researchers who
are European-Americans. Along with low expectations and language differences,
6

teachers are unprepared to handle behaviors that are different from their own values and
belief systems. In addition, standard testing and assessment techniques are applied to
certain cultural groups with no recognition of the cultural differences.
My concern lies with the recognition and development of competencies in the
African-American pre-schooler. Today's early childhood educators have taken for
granted developmentally appropriate practice and the importance of the teacher being
culturally sensitive to the needs of all children. There is, however, a gap between
cultural awareness and the actual implementation of this concept on a daily basis. One
question that needs to be addressed is "How can cultural specificity be addressed on a
daily basis if the teacher is not privy to cultural specific behaviors?" In order to develop
a positive sense of competence, the African-American child, like all children, has to be
validated on a daily basis. Further, part of the teacher role is to implement the cultural
values of children into the goals, philosophies, and the daily practices of the early
learning program. As a result, teachers need to be knowledgeable about the history and
the culture of the children with whom they are working.
The Boykin and Allen Revised method is being developed to highlight the
importance of culturally specific competencies for young African-American children.
These competencies point teachers and parents toward the skills and knowledge that are
developmentally appropriate. It is anticipated that the development of this method will
result in changes in the implementation of the curriculum in the classroom.

7

Definition of Terms
This study encompasses the terms competence, cultural specific, physical and
cognitive competent domains.
Competence. The term competence, in this study, is based on Susan Harter's
theories regarding competence development in the young child and John Ogbu's concept
of human competence. Harter views competence as a dimension of self evaluation. Her
theory evolves from Robert White's (1959) theoretical foundation of effectance
motivation or the motivation that impels an organism towards competence. Intrinsic
and extrinsic motivational constructs involve internal and external factors which foster
competence development. The term "perceived competence" is a correlate of the
motivational constructs. Harter (1978,1981a, 1984) views this term as the child's
perception of his or her competence. This study focuses on competence as domain
specific, i.e., physical domain and cognitive domain. These domains form general
competence in her scale for the young child.
Ogbu's (1981) perspective of competence is useful because he identifies the
assumptions that underlie competence. He lists three assumptions that lie within this
frame. One, the origins of human competence lie within the mother-child interactions
or in early childhood experiences. Two, the nature of human competencies can be
adequately studied by focusing on the child's experiences within the family and similar
settings. Three, the child's later school success and adult life success depends on the
acquisition of White middle-class competencies through middle-class child rearing
practices.
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Cultural Specific. In this study, the term cultural specificity is in reference to A.
Wade Boykin's nine Afro-American dimensions. These dimensions reflect AfricanAmerican culture and its impact on African-American children's competency
development.
Physical Competence. Physical competence is based on Boykin and Allen's
Afro-dimensions as well as the theoretical frame of Harter and Pike's Pictorial Scale of
Perceived Competence and Social Acceptance (T984T Although Boykin(1992) views
his Afro-dimensions as cognitive, some of the dimensions (movement expression,
orality and expressive individualism) can be viewed in a physical sense. In reference to
Harter and Pikes (1984) Pictorial Scale, the physical domain is part of the general
competence dimension. The physical domain is representative of large and small motor
skills that are developmental^ appropriate for young children.
Cognitive Competence. The use of the term cognitive competence includes
Boykin's (1992) nine Afro-dimensions, which are specific to African-American culture.
According to Boykin, African-American children’s cognitive competence development
is relevant to his nine Afro-dimensions. The dimensions represent the stylistic
behaviors which are characteristic of African-American children. Harter and Pike's
cognitive competence domain is reflective of part of the general competence scale. This
scale assesses young children's competence across two domains. The cognitive domain
consists of age appropriate skills for the young child (can do puzzles, recognizes colors).

9

CHAPTER 2

LITERATURE REVIEW
The major issues explored in this review concern competence development in
the young child. This study begins with Harter and Pike's cognitive and physical
competence scale. In order to create a culturally appropriate scale for AfricanAmerican children, the scale was expanded to include Boykin and Allen Revised Scale.
This review will examine methodological issues next including Harter and
Pike’s (1984) approach to young children’s competence development as well as studies
which have utilized Harter and Pike’s scale, Boykin’s (1984) and Boykin and Allen’s
(1992) concept of African-American children's competency development, and Garcia
Coil’s (1990) review on developmental outcomes in minority infants. The review by
Garcia Coll (1990) examines and identifies the developmental competencies of young
African-American children and, along with Wade Boykin's (1992) concepts, provides a
cultural context in which to understand the African-American experience. Once this
background has been explained, the theoretical approaches of Harter and Pike (1983)
and Allen and Boykin (1992) are discussed to provide a general background to this
study. In addition, it is necessary to include a discussion of the emotional
competencies of African-American children.
First, there are a number of methodological issues. The majority of research
for assessing children's self esteem centers on children who are five years and over.
Older children are more cognitively developed thus, they give more reliable answers.
The focus here is on children aged 3-5 years.
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During the 1960s, self report measures were being used with children six and
older. Measurement problems were the cause of self reports being rarely used on
children who were under six. Due to their developmental stage, it was thought, during
this time, that 3-5 year olds had little reliable verbal ability and insight. Further, there
had been no analyses done on the stability of self concept in young children (Wylie,
1961; Crowne & Stephens, 1961; Zirkel, 1971).
The 1980s were a new period of interest in assessing children's self reports.
Along with this new interest were direct investigations of self concept stability of self
report measures in the 3- to 5-year-old child. According to Stone and Lemanek (1983),
the focal question is what are young children capable of understanding or how are
children able to view themselves at different ages. From their perspective, Stone and
Lemanek, (1983) and Keller and Meachum (1977) believe that 3- to 5-year-old children
primarily see themselves in a physical sense. They can discuss their physical attributes,
possessions, and preferred activities. They are not able to apprehend internal mental
states.
From the social aspect, Flapan (1968) describes preschoolers as being able to
describe the behaviors of others; however, they are unable to give the reasoning behind
the behavior. Thus, 3-5 year old children are able to evaluate self and others according
to social cognitive attributes; however, they are unable to give reasons why until they
are older. Further, it is suggested that 3-5 year olds can give stable self reports as long
as the measures meet the developmental level of the child. In the 3-5 year old age group
it is possible to measure two dimensions, cognitive and physical, at these ages. Later
children can utilize three to four dimensions.
11

A second aspect that needs to be considered is that assessment measures
represent Anglo-American values. Marshall (1989, p.46) said, "Much of research on
self-esteem in children has been conducted within mainstream Anglo culture and the
items on self-esteem scales reflect values of this culture."
Studies of African-American preschool children center on self identification in
relationship to race awareness (Clarke & Clarke, 1940; Stevenson & Stewart, 1953;
Stabler, Johnson, & Jordan, 1971). These studies suggested that African-American
preschoolers referred to self in accordance with physical attributes.
Garcia Coil's (1990) review discusses influences that impact the developmental
outcome of minority children. They are culture, health status, family structure,
socioeconomic factors and biological factors. These influences form the foundation for
physical and cognitive competent development in minority children and in all children.
In addition, Coll (1990) discusses the rate of development and the contextual
differences between cultures. Cultural beliefs and caregiving practices suggest that
minority infants are bom into caregiving environments that are particular to the culture.
These beliefs are different from those of the Anglo-American culture. Levine (1977)
and Ogbu (1981) agree that child rearing techniques depend on the nature of the
instrumental competencies that are relevant to their cultural environment.
Parental beliefs and goals have been researched in small studies. Bartz and
Levine (1978) compared child rearing attitudes and behaviors of African-American,
Anglo, and Chicano parents. The results support the view that African-American
parents expect early autonomy and responsibility from their children. These
accomplishments include walking, toilet training and weaning. The empirical research
12

answers the question as to whether these accomplishments are congruent with parent
expectations of early independence.
Field and Widmayer (1981) compared mother-infant interaction during feeding
and face-to-face between low social economic status groups of African-American
mothers and other minority groups. The African-American mothers showed the least
involvement in game playing, talking, and infantized behavior because they did not
want to spoil the child by giving her too much attention. Further, a study by Zeskind
(1983) examined maternal perceptions of infant cries of high and low risk infants
among Anglo, African-American, and Cuban mothers. Cultural variation was
determined by mother’s response. Anglo mothers found the babies crying to be more
distressful, urgent, etc., than did African-American mothers. Cuban mothers shared
similar perceptions to the Anglo groups. In response to the cries, Anglo mothers chose
to pick up and to cuddle as did Cuban mothers. African-American mothers chose to
cuddle their infants the least. The authors of these studies recognized a variety of
factors play a role in the interaction pattern. They focused on highlighting the problems
of generalizing similar characteristics from one subgroup to another.
Health status is a serious factor that affects the developmental outcomes of
minority groups. African-Americans have the highest rates of low birth weight along
with a high infant mortality rate. Garcia Coll (1990) gives the reasons for this health
status. Due to socioeconomic, linguistic and cultural barriers in some minority groups,
there is an under-utilization of health services for preventative care. These factors put
infants "at risk" for neurodevelopmental problems. More research is needed to
understand the effect of biological risk factors in neurodevelopmental problems.

13

Family structure has an impact on minority children's development. In the case
of African-American culture, kin residence sharing has been a traditional
practice(Gutman, 1976; Martin & Martin, 1978; Staples & Mirande, 1980). In AfricanAmerican families, the caregiving involves other family members especially in single
parent homes. The results from a study done by Wilson (1984) suggest that
grandmothers perceive themselves and are perceived by others as having active
involvement with their grandchildren when they live with single parent daughters.
Garcia Coll (1984) believes this means that African-American infants and children are
exposed to a variety of other caregivers. This concept suggests that future research
should consider the role of significant others as mediators of the effect of early motherinfant interaction patterns on infant development.
Garcia Coll (1990) believes that the extended family of the developing AfricanAmerican child is impacted by the high incidence of children being raised in teenage
single family homes in the African-American community. Research implies that the
interaction style of African-American teens with their infants is more physical than
verbal (Garcia Coll, 1986; Levine, Garcia Coll, & Oh, 1985; Oppel & Royalston, 1971).
Socioeconomic factors play a major role in the development of AfricanAmerican children. Minority groups have a low socioeconomic status in relationship to
the population at large. Garcia Coll (1990) emphasizes that further research will expose
the effects of socioeconomic factors on the developing minority child.
According to Garcia Coll (1990), biological factors are different in regards to
development of minority infants and Caucasian populations. In particular, research
concerning gross motor development in African and African-American infants indicates
14

that these infants are precocious in their development. The implications of this
precocious development have yet to be explored.
Garcia Coll (1990) notes the need for serious research in order to answer the
question of society's ability to accommodate alternative means of communication, social
interaction, and application of cognitive skills in different cultural contexts. She
questions whether the differences will be viewed as deficits rather than variations and
whether culturally sensitive prevention and intervention techniques are taken into
account when addressing the multifacetedness of early development in different
biological and social contexts. She sums her review by discussing three concepts that
come from the sources that influence the developing minority child: (a) alternate or
different developmental pathways, (b) deficits or deviations from "normal"
development, and (c) similar developmental outcome for minority infants to those
observed in other populations. Garcia Coll questions society's ability to accommodate
alternative learning styles. The goal, for the developmental outcome of minority
infants, is for them to grow to become competent adults in their own community and the
larger community. She voices the need to be aware of cultural specificities, to
recognize their impact on developmental milestones and to expand the Anglo-American
framework to include cultural variations. This study follows her suggestions and
includes a cultural specific format when assessing African-American children.

Physical Competence
Keller, Meachum, and Ford (1978) investigated the physical dimension They
believe that children between the ages of 3-5 years old are able to make physical self
15

evaluations. Their study examined two questions: (1) Which dimensions do children
between use to describe or to define themselves? (2) Which component, activity or
body image is more important in the young child's self concept? The study consisted of
four measures: (1) open-ended questions, (2) sentence completion, (3) I can/I am/I have,
and (4) Body action choice. Children’s responses to the first two scales were combined
for category coding. Nine categories were formulated: (a) actions, subdivided into
habitual acts, (b) relationships, subdivided into adults, (c) body image, (d) possessions,
(e) personal labels, (f) gender, (g) age, (h) evaluation, and (i) personal characteristics
and preferences.
A retest was administered using the nine categories. Test and retest results
showed that the greatest percentage of responses fell in the action category. Test 1
percentage scores for all boys and girls ranged from 29%-61%. Test 2 percentage
scores for all children ranged from 25%-77%. This research suggests that young
children self evaluate on the basis of their physical "actions." They refer to themselves
in terms of what they can and cannot do physically.

Self-Concept Measures
The history of self concept measures has been developed in a unidimensional
sense. This type measure gives a global score that is based on a child's familiarizations
home, school and friends. Coopersmith's (1967) and Piers and Harris (1969) test
constructs measure self esteem and they are representatives of this model. The
argument for this approach is that important evaluations are masked within specific
domains of an individual's life. Later, researchers created models with a
16

multidimensional approach. This approach examines particular domains in a separate
fashion.

Physical and Cognitive Competence
Harter and Pike (1984) believe that the self is dimensional both unidimensional
and multidimensional. Harter refers to the dimensions as being domain specific. The
domains give a global or unidimensional perspective. The perceived competence is
broken into cognitive and physical abilities. The social acceptance domain consists of
peer and maternal acceptance. All of these dimensions give a global or unidimensional
perspective of the child. This study focuses on the perceived competence domain only.
Harter (1989) states that the model of self concept will dictate the assessment
strategy and that the concept should begin with a model versus a measure. Also, it is
important to consider whether self concept is being viewed, from a global or
multidimensional aspect. She refers to global as unitary and multidimensional as a set
of evaluations. She also acknowledges the importance of the developmental context
and the content of self. Harter (1985) examines the role of competence as a dimension.
She notes that competence plays a role in earlier theories (James, 1892/1963; White,
1959, 1960, 1963).
In Susan Harter and Robin Pike's Pictorial Scale of Perceived Competence and
Social Acceptance for Young Children (1983), the competence dimension is made up of
the physical and cognitive domains. Harter prefers that the scale be viewed as
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including two separate constructs versus an assessment tool for self concept
development.
Harter uses the term "perceived" competence when referring to children under
five because, according to the research literature, children at this stage of cognitive
development, are unable to make judgments pertaining to their worth as persons until
they are 8 years of age. Further, Piagetian theory suggests that judgments of the young
child may not be realistic. They may confuse the wish to be competent with the reality
of whether they are competent.
From 1984 to 1999, approximately fifty or more studies using Harter and Pike's
(1984) scale have been used on preschoolers. The adaptability of the scale is
demonstrated by its use on studies of family violence, sexual abuse, parents' child
rearing attitudes, academic readiness, and special needs. Kelty’s (1985) study examined
competence development in children who had witnessed wife battering versus those
who had not. Using the Harter and Pike scale, significant differences were found in
cognitive and social competencies. Stoddard’s (1993) study of maltreated preschoolers
investigated the effect that sexual abuse would have a a child's competence
development. Significant intercorrelations were found on children's self ratings on the
Harter and Pike scale. The effects of parents’ child rearing attitudes on preschoolers
competence development have been studied. High correlations were found between
cognitive and physical competence on the Harter and Pike scale to measure maternal
and paternal warmth and children’s self perceptions (Richman & Rescorla, 1996). With
regard to competence development in children with special needs, Harter and Pike's
scale has been found to be most appropriate. Begley (1999) investigated the use of
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Harter and Pike's scale with Down Syndrome children. The Harter and Pike scale was
found to be appropriate. The relationship between competence development and
academic achievement has been examined . Using the Harter and Pike scale, Anderson
(1985) found significant relationship between cognitive competence and academic
readiness. Nabuco and Sylva (1995) compared the curriculums of three preschools
along with an at-home group. The Harter and Pike scale showed a higher level of
competence development in the Highscope curriculum than the Formal School or the
Escola di Modeme . Recent studies during the 1990s have mentioned the effects of
cultural influences on the scale (Hadeed & Sylva, 1996; Fantuzzo, 1996; El Hassan,
1999).
Three studies that use the Harter and Pike scale are presented in this literature
review. The Hadeed and Sylva (1996) study examines competence development in
educational-oriented preschools vs. care-oriented preschools. The Diamond (1994)
study uses the Harter and Pike scale to consider preschool children's sensitivity to
disabilities in their peers. Fantuzzo's (1996) study questions whether the pictorial scale
is appropriate for low income minority children.

Hadeed and Svlva Study
Hadeed and Sylva (1996) used Harter and Pike's Pictorial Scale for Perceived
Competence and Social Acceptance as one of six measures in a study which compared
an educationally oriented and a care-oriented preschool to a home control group with
regard to intellectual, social and behavioral development. The subjects were 96 children
attending four education-oriented and four care-oriented preschools for three months
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and a control group of 44 children who were reared at home. Bahrain, an Arabic¬
speaking country, was chosen because there had been no research on the effects of
preschool education on child development in Bahrain. Two questions posed for
investigation were: (1) is attendance at preschool centers associated with higher scores
on child performance measures when compared with a home control group? and (2) is
attendance at educationally oriented preschool associated with higher scores when
compared with care-oriented centers? The study used a quasi-experimental design with
pre and post measures over one academic school year.
Six instruments were used in order to create a rounded profile of child outcomes.
All instruments were translated into Arabic and checked for accuracy. The instruments
were tested for cultural acceptability because it was important for them to be culturally
adaptive. Test retest reliability measures taken over a two-week period yielded the
following results for the six test instruments: .99 Stanford Binet, .98 WPPSI, .98
PSPCSA (Pictorial Scale for Perceived Competence and Social Acceptance), .75 DrawA-Person and 1.00 (Peabody Check-List Inventory). All instruments were pilot tested
on a sample of 24 children.
General results from the study indicate that attendance at education-oriented and
care-oriented preschool centers are associated with higher performance on most aspects
of development when compared with children who stayed at home. The study
emphasizes the fact that the assessment of the strengths of the preschool effects on
developmental outcomes is contingent on a collective and rounded assessment profile
versus any one measure.
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Two important concepts measured were social and emotional behavior. The
Harter and Pike Pictorial Scale measured children's perceptions of physical and
cognitive competence as well as social acceptance in three independent preschool
settings (education-oriented, care-oriented, and home). The AN OVA showed main
effects which indicted significant differences between group scores on both domains.
In relationship to all groups, the results from the cognitive competence subscale
of Harter and Pike’s scale showed higher scores in comparison with the social
acceptance scale. The findings from the study suggest that learning gained in
education-oriented preschools is optimal learning. This type of learning provides a
solid frame for developing high levels of competence.

Diamond's Study
Diamond (1994) investigated preschoolers sensitivity to developmental
differences in their peers using the Harter and Pike scale. Two studies were conducted
using an adaptation of Harter and Pike's scale. This was done so that children could
evaluate their peers' performance in three of the four domains of Harter and Pike's scale:
cognitive competence, physical competence, and peer acceptance. The maternal
acceptance domain was eliminated. The scale was adapted to include an expressive
language competence because research suggests that children are sensitive to cues that
are related to language delays (Diamond, 1993). The first study investigated
preschoolers sensitivity towards age related differences in their peers' developmental
abilities. The focus of the second study was to explore ways in which preschoolers
understand differences in the capabilities of peers with and without disabilities.
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Subjects in the first study, n=20, were without disabilities. The age range was
3.5-5.5 years. The children rated their own performance in accordance with the twelve
items on the revised scale. Then they rated the capabilities of the oldest and the
youngest of same sex peers. Reliability of the children's ratings was evaluated by
retesting all children two weeks later.
An ANOVA was run for children's initial competency ratings on their peers.
Age of the child being rated showed a significant main effect. Older children received
significantly higher ratings than younger children. Also, children's ratings of their own
performance scores were not significantly different from scores they had given to the
older children. There were no significant effects for gender of rater or for the domain in
which they were rated. Correlations between original and retest scores ranged from
r=.87 on peer acceptance to r=.95 on cognitive and language competence for ratings of
all children. Test-retest on the four subscales ranged from .78 to .93 for the oldest peer,
.83 to .94 for youngest peer ratings and .68 to .94 for self ratings. Subscale reliabilities
as assessed by alpha coefficient were as follows: cognitive competence (.54), physical
competence (.81), language competence (.67), and peer acceptance (.72). These results
suggest that children were able to use this adapted version of Harter and Pike's scale to
assess their peers in the aforesaid subscales. The authors claim that construct validity
was demonstrated in the children's rating of the younger children as being less
competent than the older children in all developmental areas.
The second study focused on the children's perceptions of the abilities of
classmates with disabilities. This study investigated how children without disabilities
evaluated the skills of the children who had disabilities. The subjects were 14 children
22

without disabilities. The average age of the children was four. The adapted Harter and
Pike scale which was used in the first study was also used in this study. Each subject
rated him- or herself, a same age peer without disabilities, and two peers with
disabilities. A repeated measure ANOVA was run on all four subscales; 2 (target child:
disability, no disability) x 2 (time: fall, spring) x 4 (domains: cognitive, language ,
physical, peer acceptance competence). Results showed significant main effects for
target child, time and domains. Children with no disabilities received higher ratings
(M=9.82, SD=2.4) than children with disabilities (M=6.87, SD=2.9), F(l,48) = 47.7,
p<.0001. The children rated on the cognitive competence (M= 8.66, SD= 3.2), language
competence (M=8.70, SD=2.7), and peer acceptance competence (M=8.69, SD= 2.9)
significantly higher than the physical competence (M= 7.09) F(3,48) = 13.6, p<.0001.
There was a significant main effect of time in this analysis. The ratings were higher in
the spring (M =8.67, SD=3.1) versus the fall (M=7.89, SD = 2.9), F(l,48) = 4.47, p<
.05). The results of both of these studies suggest that the adapted version of Harter and
Pike's (1984) scale might be useful in understanding how sensitive children are to
differences in their peers' developmental capabilities. Further, the studies demonstrate
the adaptability of Harter and Pike's scale. The scale is reliable enough to accommodate
a particular audience, in this case special need issues

Fantuzzo's Study
Fantuzzo (1995) investigated the construct validity of Harter and Pike's scale as
well as the developmental appropriateness of the scale on low income urban minority
children. The focus of this study was based on the concern that the test was developed
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using a sample of middle classed white preschool children and would this measure
assess low-income minority children's competence development.
Four hundred and seventy-six four-year-old African-American Headstart
children were used in the sample. They were divided into two groups, Cohort 1
(N=l 87) and Cohort 2 (N=289). The first study examined the construct validity of the
scale. This was assessed by examining the statistical relationship of the items and by
finding out whether the statistically derived factors matched the original framework
that was set by Harter and Pike (1984). The test was administered to both groups of
cohorts. Two groups were used for cross validation purposes. The results suggested
that the original factor structure of the Harter and Pike scale did not match with the
sample of the low-income minority Headstart children. The factor analyses did not
show meaningful results. In the original study, the results of the factor analyses on the
items show the items falling into two factor solutions (general competence and social
acceptance). The results from the low income minority children did not yield a stable
structure.
The second study investigated the developmental appropriateness of the scale.
A measure was developed to find out if the low-income, African-American Headstart
children had the necessary skills in order to comprehend and to respond to the scale.
The children were administered a test on quantity concept tasks and picture recognition
based on verbal descriptions of items used in the Harter and Pike Scale. The second
study involved 153 of the Cohort 2 group. The children's responses from each quantity
task and picture recognition task were given a value of 1 if answered correctly and 0 if
answered incorrectly. The score of 100% was established as criterion in order for the
24

child to have total comprehension of the tasks. If the score was less than 100% then the
child did not fully understand the quantity and picture recognition tasks. The total score
for the quantity concepts was 16. The total score for the picture recognition was 8.
Children averaged a score of 10.2 of 16 quantity concepts (S.D. = 2.2) and 6.1 of 8
picture recognition concepts (S.D.= 1.5). One child only from the total sample scored
the necessary 100%.
Based on these results, Fantuzzo argues that Harter and Pike's scale was not
developmentally appropriate or constructively sound for low-income, African-American
Headstart children. Fantuzzo points out that most of the studies using this scale
involved middle-income White children. An important point should be considered here.
The test items, the pictures, and the use of language in this measure are geared towards
a Euro-centric set of values. Low-income, minority children operate from a set of
values that is particular to their culture. Thus, they may not be familiar with the items
that are in the Harter and Pike measure. Therefore, in a cultural context, the validity and
the developmental appropriateness of the measure does not meet the needs of lowincome, minority children. Fantuzzo (1996) sheds light on this issue when he proposes
that test item development needs to consider how cultural differences may affect the
meaning of the item.
The stability of Harter and Pike's scale is shown in its adaptability to
accommodate diverse types of studies. Also, as recently as 1999, the scale continues to
be utilized. Wylie (1989) includes the Harter and Pike Pictorial Scale in her book on
measures of self concept. She included this measure because tests for young children
are rare and this scale of measure is based on factorially discriminable subscales.
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However, there have been no studies done that investigates the concept of expanding
this scale to accommodate cultural specificity. There have been studies done that have
revised the scale to accommodate culture (Hadeed & Sylva, 1995); or studies that have
questioned and compared their culture specificity with the scale (Fantuzzo, 1996; El
Hassan, 1999), and recent investigations into the impact of the scale on racial concerns
(Strein, Simonson, & Vail, 1999).

Bovkin and Allen
The social psychological theories of Mead, (1934); Erikson,(1950) and
Yamamoto (1972) emphasize cultural values and social interaction with one's cultural
environment as part of self development. Further, society has an obligation to meet the
needs of all individuals regardless of the culture. The reference group theories of
Yancey (1972) and Nobles (1973) point toward the group to which individuals compare
themselves for self evaluation, as well as for collectiveness or the "we" factor. These
theories frame Boykin's (1992) ideas of an African-American children's learning style.
Social psychological theories assume that an individual learns about his or her culture
from the home environment as a part of the development of the self. When an AfricanAmerican child enters into a Euro-centric learning environment, his or her culture is
sometimes absent because it is not valued in that environment. Thus the AfricanAmerican child is often at a disadvantage because he or she learns differently than the
norm.
A.Wade Boykin (1983,1986) has investigated ways to foster African-American
cultural styles in the Euro-centric classroom in order to validate African-American
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children's learning styles as part of the African-American culture. Boykin's (1992)
empirical frame connects African-American culture and African-American children's
cognitive performance. He divides African-American culture into three veins:
mainstream, minority and Afro-cultural. Mainstream experience is likened to the
values, beliefs, and behavioral styles common to most people living in the United
States. Minority experience refers to certain coping strategies and defense mechanisms
developed by many minority groups who face life in an oppressive environment. The
Afro-cultural experience is the essential link between contemporary African
descendants throughout the diaspora and traditional West African views. Boykin
extends the context of these three veins by explaining that each repertoire encompasses
a set of norms, rules, and standards that guide behaviors. Also, heterogeneity exists
because not all Black people participate in each realm to the same degree. Rather, a
combination of these veins exist in all African-American families. The Afro-cultural
realm of African-American culture is manifested in stylistic behavior (Boykin, 1983;
Young, 1974). In other words, the stylized form represents the mental and physical
separation of contemporary African-Americans from the traditional West African views;
however, certain beliefs and values have been preserved in the early socialization styles
of Black people. Thus Afro-cultural styles are reflective of cultural conditioning and
are habitual patterns of behavior.
Boykin finds cultural discontinuity between Afro-cultural and mainstream
experience because pedagogy in the United States is based on mainstream values and
does not implement Afro-cultural behaviors; therefore, Black children do not have the
chance to develop their Afro-cultural competencies. In turn, the absence of Afro27

cultural influences creates the view that there is no value in the African-American
culture and Black children are unmotivated to learn.
Boykin's research (1983) emphasizes the Afro-cultural experience by
formulating instructional approaches that build upon the experiences that Black children
bring to the learning environment. He identifies nine dimensions linked to Afro-cultural
styles. These dimensions have grown out of traditional West African belief systems and
are displayed in contemporary Afro-cultural experience. They are spirituality, harmony,
movement expressiveness, verve, affect, communalism, expressive individualism,
orality, and social time. These nine dimensions are in agreement with characteristics
that have been reported by other researchers (Akbar, 1976; Hale, 1982; Morgan, 1980;
Nobles, 1982; Young, 1970). Although Boykin views these nine categories as
cognitive, some of the dimensions address the physical domain: movement
expressiveness, orality, and expressive individualism.
Boykin has carried out research using the verve, movement expressiveness and
communal dimensions. The concept of verve includes the high levels of variable and
intense stimulation such as frequent visitors, television playing, and music present in the
home environment of many African-American children (Wachs, Uzgiris,& Hunt, 1971;
Young, 1970). Given this type of environment, children experience and accommodate
to high levels of variability and intensity of stimulation. Therefore, the incorporation
of sensate stimulation into tasks creates a productive effect on children's performance.
The verve concept was investigated by examining the influence of variability in
task presentation format on consequent task performance (Boykin, 1982). Two
predictions were considered. First, task performance patterns would differ between
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White and Black children. The difference shows that Black children are positively
influenced by increased format variability. Second, Black children's homes on the
average exhibit a higher level of stimulation affordance than White children’s homes.
Thus, if there was a relationship between the home stimulation and the increased format
variability, then the research would suggest that children from homes high in
stimulation affirmance are more positively influenced by format variability than
children from homes with low stimulation affordance (Boykin, 1982).
The subjects consisted of 32 Black and 32 White third-grade children. The
average age was eight years and ten months. All of the Black children were from a
working class neighborhood in Harlem, New York City. The children were from lowincome families. The White children were from Staten Island and lived in a middle- to
upper-class area. They were from single home dwellings. This sample was done with
the awareness of the confoundedness of the groups.
Four different types of problem solving tasks were presented in two different
formats. In the first format, children were presented with four different task types given
in order, one task type at a time. The second format required the children to be given
tasks in any order with no regard for task type. The variable being tested was a lesser or
greater degree of variability. The greater the variability within the task situation, the
more conducive to verve. Boykin (1979) found that low-income children performed
more successfully with the greater variability context than the less variable context.
White middle-class children's scores did not change across the two formats. Further, the
study found that African-American children who rated their homes as having high levels
of sensate stimulation performed better with the greater variability format. Tuck’s
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(1985) investigations of the verve dimension on low income Black children, showed the
same results.
Allen and Boykin (1988, 1991) researched movement expressiveness in a study.
Ethnographic and empirical studies on African-American home environments have been
done on this notion (Abrahams & Szwed, 1983; Thompson, 1984; Morgan, 1980;
Guttentag, 1972). Boykin and Allen (1988) found that working class Afro-American
children are better able to learn the task of picture matching with percussive music
playing than their white counterparts. Verve and movement were the two Afrodimensions used in this study. All children were recruited from a local community
center. The sample consisted of 80 children; 40 of the children were five- and six-yearolds. The remaining 40 were between eight and nine years old. The instruments used
were two questionnaires, the Home Stimulation Affirmance questionnaire (HSA) and
the Child Activity questionnaire (CA). The HSA is a seven item inventory designed to
assess the occurrence of high stimulation in the home setting. The questionnaire
consisted of questions that had to do with television, radio and music, dancing and
clapping. The questions were responded to on a 5-point Likert scale. Two additional
questions measured the household population density (the ratio of the number of rooms
to the number of occupants). The obtained ratio was multiplied by 5 in order to render a
score that was equal in weight with the five other inventory test items. An individual's
HSA score was the summation of the density score (ration at number of rooms with
number of occupants) totaled with the sum of the rated values on the five remaining
items (radio, clapping, t.v., music, dance) (Boykin & Allen, 1987).
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The Child Activity (CA) is a seven-item inventory created to measure the
perceived motor activity level of the child. Four of the items measured the frequency in
which the child engaged in the specific activity. The items were taken from literature
specific to African-American children (Hale, 1982; Morgan, 1980). The remaining three
items measured the degree to which the child displayed behaviors associated with
hyperactivity (tapping, banging and fidgeting) (Schleifer, 1975). Boykin (1983) and
Morgan (1980) believe these behaviors are affirmations of culturally significant
movement expression orientation. These responses were also assessed according to a 5point Likert scale. An individual's score was the sum of the values for each of the seven
items. The Pearson product-moment correlation coefficient was used to assess the
relationship between HSA and CA. The analyses suggested significant coefficients on
HSA for parents (r=.76) and children (r=.79). The CA results were parents r=.69 and
children r=.64 (Boykin & Allen, 1987).
The children were asked to match picture pairs accompanied by a rhythmic
movement activity along with a musical beat or rote recitation procedure. The results
demonstrated that retention of the picture matches was higher when there was rhythmic
movement versus no rhythmic movement. Further, the effect was stronger for children
who came from homes with high levels of stimulation and expressive movement. The
more responsive the children were to the task that incorporated the music and hand
clapping, the more motivated they were to learn. The recitation and rhythmic
movement conditions were designed to differ according to the amount of movement and
sensate stimulation. These modes were referred to as low-movement verve (LMV) and
high-movement verve (HMV). A four-way ANOVA was computed to assess age,
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gender, condition, and trials on task performance. Age was significant. The results
showed that nine-year-olds had a higher mean performance score (6.0) than did the sixyear-olds (3.1). HMVcondition had a significant effect. This demonstrated that
children in the HMV condition had a higher performance mean (M=5.65) than children
in the LMV (M=3.95). These results extend findings from work done by Guttentag and
Ross (1972). Their work showed that motoric responses are effective for enhancing
verbal learning in working class Black Children.
The communalism dimension was based on research on cooperative learning
(Johnson & Johnson, 1985; Slavin, 1980). Race by treatment interactions suggested
that African-American children seemed to benefit more than White children in
cooperative situations. Communalism is defined as a commitment to social
connectedness where social bonds transcends individual privileges or the need to work
together for the betterment of the group. To further investigate communalism, a group
of Black and White children from the same neighborhood were given a list of 25
unfamiliar words to match with definitions. Baseline scores were taken. Next, race
homogeneous groups of three were assigned to four study conditions. One context was
named "Individual Criteria" in which students study alone. They would receive an
award if they got 15 out of 25 on the posttest. The second context was called
"Interpersonal Competitive." The children in this group were told to study alone and
whoever of the three received the highest score on the posttest would receive an award.
The third context was the traditional cooperative learning manipulation. The children
were told to study together and if their group was among the high scorers, then they
would each receive an award. The communal context was one in which children heard
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a talk on how they should take care of one another and watch out for one another since
they were from the same neighborhood and it was reflective of group effort. They were
also given a posttest. The results indicated that the white children scored highest on
Individual Criteria, then Interpersonal Competitive, the Black children scored higher
under the Communal Context then the Cooperative Context (Boykin & Allen, 1992).
Boykin demonstrated in his investigations that the performance gap between
White and Black children on these tasks is alleviated if the learning contexts are
manipulated to accommodate Afro-cultural cognitive learning styles. Allen and Boykin
(1992) propose that the pedagogical implications of this type of research deserves
attention. This is a way to alter the cultural discontinuity that African-American
children experience in the United States educational system.

Affect Dimension
Affect is one of Boykin’s (1983) nine Afro-cultural dimensions. Affect is
defined as an emphasis on emotions and feelings. There have been no investigations
into this dimension. This dimension was included in this study.
Although the affect dimension refers to many emotions, my frame of reference
focuses on the feelings and emotions that surface when African-American children "act
out" or "act up" in conflictual situations. Under the affect subscale, test items were (1)
can talk about feelings, (2) verbal fight, (3) physical fight, and (4) can calm self-defme
acting up and acting out behaviors. In school settings, this behavior has been viewed as
problematic and, in many cases, African-American children are labeled as having an
attention deficit disorder or as unable to control their feelings and emotions. Within an
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African-American context, this type of behavior is unacceptable, is accompanied by a
rise in a child's level of affect and, given appropriate intervention, the behavior is
manageable. Teacher intervention steps include (1) verbal and physical guidance; (2)
ignoring inappropriate behavior; (3) time outs; and (4) removal of child to another
classroom.
The term emotion is equated with action change readiness (Frijda, 1986;
McDougall, 1923; Arnold, 1960; Plutchik, 1980). When referring to the emotional state
of anger, Frijda suggests anger to be an action tendency or a reference to something that
blocks freedom of action or control. He views this emotional action as not intentional,
rather as an intense desire for the situation to change (Frijda, 1986). Frijda accentuates
that the social significance of emotion is determined by a wide cultural context. In the
case of African-American pre-school children, "acting out" is viewed as an intense
desire for the situation to change because the object that is causing the anger action
response causes the child to feel out of touch with his or her environment. It is
assumed here that all African-American children do not "act out" when something goes
wrong; many children act out when something goes wrong in their environment. In this
instance, the African-American child's acting out behavior is compounded by the fact
that the child also feels left out in a cultural sense. It is necessary to investigate this
concept because many African-American children continue to be labeled as having
behavior problems. The teachers who engage in this type of assessment are basing their
behaviors on a Euro-centric frame of reference. They are unaware of African- American
child rearing practices and the effect that may have on a child who is in a traditional
learning setting.
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In summation, the literature suggests that competence is valued in Euro-centric
and cultural contexts. Harter bases her method on multidimensions of the self and
Boykin bases his perspective on Afro-cultural dimensions of the self. The Harter and
Pike Pictorial Scale for Perceived Competence and Social Acceptance (1984) is a
developmental^ appropriate scale for children under five. This test can be expanded to
include Boykin's (1983) Afro-cultural dimensions to create a method that encompasses
more than one set of values. Both view competence as an important factor in the
developing child.
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CHAPTER 3

METHODOLOGY
This chapter's focus is an analysis of the process of expanding a traditional
instrument. Primarily, there will be a presentation of subjects, test instruments, data
analysis and results from the original test instruments. This will be followed by a
presentation of the subjects, test instruments and data analysis and procedures from the
present test instruments.
The purpose of this study was to broaden Harter and Pike's Pictorial Scale of
Perceived Competence and Social Acceptance to include physical and cognitive
competencies which are particular to African-American preschoolers. The Harter and
Pike (1984) Scale is a traditional method for assessing young children. The scale
consists of a general competence domain and a social acceptance domain. The
physical dimension and the cognitive dimension form the general competence domain.
This approach included the use of Harter and Pike (1984) plus Boykin and Allen (1992).
An investigation of the affect Afro dimension was also included. Boykin (1984)
formulated nine Afro-American cultural dimensions that are pertinent to AfricanAmerican culture. Boykin and Allen (1992) researched two of the nine dimensions,
movement expression and verve. Boykin and Albury (1992) examined one other
dimension (communalism). Along with the aforesaid dimensions, four other
dimensions (affect, spirituality, individual expression, and orality) were investigated.
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The Boykin and Allen framework acknowledges a fundamental link between AfricanAmerican culture and African-American children's cognitive and physical competence
development.

Original Instruments

Harter and Pike Scale of Perceived Competence and Social Acceptance (T9841
Subjects, were 90 preschoolers, with a mean age of 4.45 years. The children
were from middle income families, 96% Caucasian, 4% Asian, Hispanic and African
American. This sample provided primary data for the factor analyses, means, standard
deviations, internal consistency, discriminate validity, predictive validity, convergent
validity, reliability data and subscales intercorrelations. Subjects were drawn from
middle-class neighborhoods. Originally, this scale was developed for older children
who were first through third graders. Harter and Pike revised the scale to include pre¬
school and kindergartners. The present study focused on the preschool segment.
The Harter and Pike general competence scale consisted of the physical
competence subscale and the cognitive competence subscale. Each subscale has six
items: cognitive - good at puzzles, gets stars on paper, knows names of colors, good at
counting, knows alphabet, knows first letter of name. The physical subscale consists of
good at swinging, good at climbing, can tie shoes, good at skipping, good at running,
and good at hopping. Picture plates were used to administer the scale. The child's task
was to look at the child in the picture and figure out whether he or she was more like
the child on the left - good at the task™ or the child on the right — not very good at
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puzzles. After making that decision, the child decided whether he or she was a lot like
or a little like the child that was designated. Each item was scored on a four-point scale,
where a score of 4 was deemed as most competent and a score of 1 designated least
competent. The item scores were averaged across the six items per subscale and the two
competence means provided the child's profile for perceived competence. A teacher
rating scale paralleled the child's instrument. The teachers were given a verbal
description of each item (e.g., good at puzzles) and then rated how true that statement is
on a four-point scale (really true, pretty true, only sort of true, and not very true).
The data analysis consisted of correlations between teacher and child ratings,
item means and standard deviations, reliability and validity data. Item means and
standard deviations showed a range of 3.0-3.6, out of 4.0. This suggests that children
feel very competent. The use of the upper end ranges is seen as the young child's self
perception of feeling competent. The item means for the competence subscales were
skewed towards the upper end of the scale thus the range of scores was restricted. The
children's item scores were either 3 or 4, and the restricted range reduced the size of the
reliability estimates. Intercorrelate between pre-schoolers physical and cognitive
subscales was .56. p<.001.
Harter and Pike did not rely heavily on this form of external validity. They
argue that the children's competence judgments are related to actual competence.
Convergent validity, discriminate validity and predictive validity were used as indexes.
Convergent validity involved an inquiry made to children after the measure had been
administered as to the basis of their responses; for example, "How do you know that
you are good at /not good at puzzles?" The results suggested that children are able to
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give reasons for their competency judgments. There was no systematic data for the
younger ages. The conclusion reached was that there was a pattern of overall
convergence between the perceived judgments and the reasons that children gave for
these perceptions. The study suggests that young children eagerly respond to picture
format and that they comprehended the items.
The discriminate validity of the measure was tested on preschoolers. The
validity issue was examined on preterm infants in the physical domain. The hypothesis
was that preterm infants often have developmental lags in gross motor skills. Preschool
children who had been preterm infants were compared with preschool children who had
been full term infants. The physical competence scores of the eight children who were
been preterm infants (m=2.8) were significantly lower than the eight preschoolers who
had been full term infants (m=3.3).
Predictive validity of the perceived cognitive subscale was investigated in a
study done by Bierer (1981). He examined the relationship between first and second
graders’ preference for challenge in puzzles with various levels of difficulty. The
hypothesis was that perceived cognitive competence would predict difficulty level
preferences. The correlation r=.42 was significant, with p<.005. Further examination
showed that a subgroup of children had given inflated answers. Their scores were
higher than the teachers ratings. This subgroup continued to choose puzzles that were
easier than one would expect based on their perceived competence. Their choices were
consistent with what teachers thought of as their actual competence. The findings
revealed that children who had scores that were either lower or the same as the teachers
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scores are demonstrating that their perceived competence is an actual behavior. Thus,
the behaviors of the overraters blurs the predictive validity of this subscale.
Item scores and standard deviation reveal reasonable variability, the scale is
sensitive to individual differences. Reliability was assessed through Cronbach’s Alpha
and was found to be .71 cognitive and .66 physical. Correlations between child and
teacher ratings showed that teacher and child ratings in the competence domains were
moderately correlated within the same domain - cognitive= 37, physical= 30. The
implications of these moderate correlations are that the teacher and children are in
modest agreement regarding the children's perceived competence development in the
physical and cognitive domains.

Bovkin and Allen
Nine Afro-cultural dimensions make up the Boykin and Allen (1992) method.
Boykin and Allen (1992) and Boykin and Albury (1992) empirically tested the Afrocultural dimensions called verve, movement expressiveness and. communalism or Black
low-income children. The findings showed that African-American children's learning is
enhanced when beats and rhythm are added to an academic context; children can learn
in high levels of sensate stimulation; and that African-American children demonstrate a
strong sense of caring for others in a group. Boykin (1992) suggests that these
dimensions warrant further research to accommodate various age groups. He believes
there is room to expand the designs to include children at different developmental
stages. Along with verve, movement expression, and communalism, the present study
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explored spirituality, individual expression, orality and affect dimensions. These
dimensions are defined as follows:
1.

spirituality-a vitalistic approach rather than a mechanistic approach to
life.

2.

harmony-the belief that humans and nature are harmoniously conjoined.

3.

movement expressiveness-an emphasis on the interweaving of
movement, rhythm, percussiveness music, and dance.

4.

verve-the special receptiveness to relatively high levels of sensate
stimulation.

5.

affect-an emphasis on emotions and feelings.

6.

communalism-a commitment to social connectedness where social bonds
transcend individual privileges.

7.

expressive individualism-the cultivation of a distinctive personality and a
proclivity for spontaneity in behavior.

8.

orality-a preference for oral/aural modalities of communication.

9.

social time perspective-an orientation in which time is treated as a
passing through space rather than a material one.

Present Instruments
Harter and Pike Pictorial Scale (cognitive and physical) and Boykin Allen
Revised Pictorial Methods (movement expression, verve, affect, communalism,
individual expression, orality and spirituality) were administered on an individual basis
and in two sittings. Both tests were administered within the classroom setting.
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Subjects
The subjects consisted of n=30, four-year-old African-American children. Ten
subjects were from a daycare center in the northeast U.S. This daycare has been in
existence since 1917 and it was founded by Black women. Twenty children were from
a daycare center in another northeastern city. In order to investigate cultural specifics of
the African-American culture, it was necessary to collect data in an African-American
environment. Staff and children in both centers were African American. The children
from both sites represented a middle income range. Although both of the research sites
were in urban settings, six of the children in the first site lived in the surrounding
suburban areas.
The present study utilized the general competence scale of the Harter and Pike
Scale. The competence scale is composed of two subscales: physical competence and
cognitive competence. Each subscale has six items: cognitive (good at puzzles, gets
stars on papers, knows names of colors, good at counting, knows alphabet, knows first
letter of name). The physical subscale consists of (good at swinging, good at climbing,
can tie shoes, good at skipping, good at running, good at hopping).
The Boykin, Allen Revised Scale is composed of seven subscales, each with
four test items per subscale: movement expression, verve, affect, communalism,
individual expression, orality, and spirituality. Both test instruments are in pictorial
format (see Appendices).
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Procedure
Children were shown photographic pictures of African-American children
engaged in activities representing each test item within the subscales of both tests.
Each child was asked "What is the child in the picture doing?" The child would give a
response. Next the child was asked " How good are you at doing what the child in the
picture is doing?" In order to respond to the questions, four circles, which were
descending in size (large to small) were at the bottom of the picture. The largest circle
represents 4, most competent, the second circle, 3, competent, the third circle, 2,
somewhat competent and the fourth circle, 1, not very competent. The child was asked,
in reference to the circle size, "Are you good at.... all the time, most of the time,
sometimes, or a little." The child pointed to the circle that represented how competent
he or she believed him or herself to be in regards to what was depicted in the picture.
Harter and Pike used the approach of presenting two pictures. The child on the
left was depicted as good at puzzles. The child on the right was depicted as being not
good a puzzles. Two circles were under each picture. If a child chose a large circle
under the left, this would mean that the child felt very competent. If the child chose the
large circle under the right hand picture, this would mean that the child felt the least
competent. In the present instrument, there was one picture per test item. For example
one test item was a picture of a child doing a puzzle. Under the picture were four circles
in degrading order. The largest signified most competent, the smallest signified the
least competent. A change in the procedure was the use of 12 pictures, one picture per
test item, encompassing the two pictures from the original instrument. The use of the
four circles remained consistent with the original procedure.
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The Harter and Pike Scale was altered by incorporating pictures that portrayed
African-American children. The general competence section (physical and cognitive) of
the Harter and Pike Scale was administered to 30 four-year-old African-American
children.
In order to examine the Boykin, Allen Revised Scale, pictures of AfricanAmerican children engaging in activities that are reflective of seven of the nine Afrocultural dimensions: verve, movement expression, orality, affect, communalism,
spirituality and expressive individualism were also administered to the children (n=30).
These test items were developed with regard to Afro-dimensions that reflect AfricanAmerican culture.
1.

movement expressiveness -- a) child can play an instrument (shakers,
wooden sticks, tambourine) along with the beat of a song; b) learning
colors is enhanced when put to the beat of hand clapping; c) natural
rhythmic moving when dancing; d) clapping and counting to a
syncopated beat;

2.

verve -- a) singing while working on an activity; b) child's performance
is enhanced when activities are varied versus sequential; c) while moving
through a group transition, child initiates a spontaneous rhythmic
physical movement, clapping and hopping; d) child is able to focus on
task when noise levels are high.

3.

affect ~ a) child can talk about his or her feelings (happy, mad, sad);
b)verbal fighting; c) physical fighting; d) when upset, child is able to
calm down with teacher intervention.
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4.

communalism - a) child initiates help to peers—shoe tying and coat
zipping; b) child sees self as part of a group; c) child will "tell off a
child who is not playing by group rules; d) child follows through with his
or her task which is part of a group task.

5.

expressive individualism - a) child will act "silly"; b) child uses body
movements in conjunction with feelings of happy; c) child uses body
movements in conjunction with sad feelings, facial expression when
crying; d) child seeks a lot of attention from adults.

6.

orality - a) when engaged in conversation, nonverbal facial expressions,
physical movements accompany the conversation; b) child recognizes
and likes to talk about famous Black Americans (i.e., M.L. King); c)
when engaged in problem solving talks a lot about whether can or cannot
do the activity; d) can sing a song.

7.

spirituality — a) child is familiar with African-American celebrations
(kwanza); b) child understands being "fair"; c) child can talk about going
to church; d) child has sense of connectedness (family gatherings).

Teacher Questionnaires. Parent Interview Questions
According to Susan Harter (1978), and I agree, socializing agents play an
important role in children's competency development. Teachers and parents are
socializing agents.
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In order to find out how the teachers perceive children, teachers were asked to
fill out teacher questionnaires. The teacher’s input shows the teacher’s view on the
children's developing competencies in the areas tested.
The teacher questionnaires consisting of 40 questions were administered to four
teachers. The format of the questionnaires paralleled the questions from both test
instruments devoid of the pictures.
Parent interviews focused on the parent perspective on childrearing practices. A
tape recorder was used during the interviews. Five parents were interviewed.

CHAPTER 4

RESULTS
The results of this study highlighted behaviors that are specific to AfricanAmerican culture. These behaviors are important to take into consideration when
assessing cognitive and physical competencies in African-American preschoolers.
The data reported includes means, standard deviations; teacher/child, subscale
and test item correlations, multiple regression, test items, subscales, and teacher-child
reliability and convergent validity scores. Observations on children during structured
and unstructured times of the day provided the data for mini case studies of children's
"acting up" or "acting out " behaviors and culture-specific concepts that should be
included when assessing African-American children’s competence development.
Teacher questionnaires give the teacher perspective of children's competence levels.
Parent interviews of African-American parents provided views on child rearing.

Subscale Means and Standard Deviations
In order to find how competent children perceived themselves, a frequency test
was run on the data from the subscales of both test instruments. All tables for this
dissertation can be found in the Appendices. Table 1 shows high subscale scores for
Harter and Pike's instrument. The total possible score for each subscale is 24 (cognitive
mean = 22, S.D, 2.5; physical mean 21, S.D., 3.8). The cognitive and physical subscale
means scores suggest that the children see themselves as very competent. The standard
deviation scores show high variability especially on the physical subscale.
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Based on a possible total score of 16, the scores for the Boykin and Allen
Revised scale were as follows: movement expression ~ M=14.5, S.D., 2.2;
communalism - M=14.3, S.D., 2.1; individual expression - M=13.2, S.D., 3.0; and
verve — M=13, S.D., 3.3, which indicate very competent ratings. Affect - M=11.4,
S.D., 3.4; orality - M=11.2, S.D., 3.6; and spirituality - M=12.4, S.D., 2.9 indicate
positive competence ratings. These findings show that children rated themselves highly
on both test instruments in the present study.

Item Means and Standard Deviations
A frequency test was run on the test item means in order to find out how
children rated themselves on the test items of both instruments. Test item means in
Table 2 from the Harter and Pike instrument show a range between 3.2 and 3.9
illustrating children reporting positive feelings of their competence. The means results
for the test items from Harter and Pike's physical subscale: "good at skipping" (M=3.2,
S.D., 1.15) and "can tie shoes" (M=3.2, S.D., 1.19) showed greater variability than the
other items. This may be attributed to the fact that the two skills are generally acquired
when a child reaches five years old. Therefore children are in different stages of
obtaining this goal. Scores from the physical subscale on "good at swinging" (M=3.8,
S.D., .62) and "good at hopping" (M=3.8, S.D., .60) show little variability. Most of the
children feel very competent with these skills. Test items from the cognitive subscale:
"good at puzzles" (M=3.9, S.D., .41), "knows names of colors" (M=3.8, S.D., .41),
"good at counting" (M=3.8, S.D., .56) show high scores and little variability with the
standard deviations. Children felt very competent with these skills. Further, both
48

research sites were strongly fostering the importance of obtaining these particular skills
by children.
Test item scores from the Boykin and Allen Revised subscale show more
variability than the Harter and Pike scale. Generally, the children view themselves as
competent. Test item means for the Boykin Allen Revised method range between 2.0
and 3.8. The high test item scores were reflective of test items from the movement
expression subscale, "play to the beat"(3.6, S.D., .66), "count and clap" (3.7, S.D., .80),
"say colors while clapping" (3.7, S.D., .63); the communal subscale "help others" (3.7,
S.D., .66), "grouptask" (3.6, S.D., .72), "self as part of group" (3.7, S.D., .69), and from
the spirituality subscale "family connectedness" (3.6, S.D., .77). The low scores are
reflective of children's responses to the test item "recognizes famous Black Americans"
(2.0, S.D., 1.4) from the spirituality subscale. Children did not feel competent on this
test item. Due to the fact that knowing about famous African Americans fosters role
modeling which is important for competence development, this finding suggests that
teachers need to develop consistent curriculum that will address this item. The item
means from the affect subscale included high and low scores. A high score was found
for the test item, "will accept a hug from adults when upset" (3.8, S.D., .68). Low
scores were obtained for the test items, "will verbally fight "(23, S.D., 1.3) and "will
physically fight" (2.4, S.D., 1.5). The reason for the low scores on these two test items
is that both research sites consistently discourage these behaviors. Thus, when asked
by an adult, most children automatically denied acting on either of the two behaviors.
After being tested, children were observed from time to time engaging in both
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behaviors. Both test items showed the same standard deviation (1.13). This result
indicates the high variability in the children’s response to the two test items.

Reliability Analysis
Reliability analysis was run on subscale and test items from both instruments,
teacher/child correlations and test items from Boykin Allen and Revised Method.
Alpha levels were .79 on subscales of both tests, .86 on test items of both tests, .77 on
teacher child correlations and .82 on Boykin Allen Revised test items.

Teacher/Child Correlation
In order to investigate agreement between the children and the teacher
responses, a correlation was computed on children and teacher subscale responses from
both tests. Teacher questionnaires were returned from research site 1, classrooms a and
b, and research site 2, classroom c.
Table 3 indicates that there is no agreement between tested behavior of children
and teacher appraisal of children's cognitive development (.-28). This result shows that
the children viewed themselves as very competent and the teachers viewed the children
as less competent. On the physical subscale, there is agreement between tested behavior
and teacher appraisal (.35). Harter and Pike (1984) showed moderate intercorrelations
between teacher and child judgments across all age groups (preschool, kindergarten,
first and second graders). The findings were cognitive (.36) and physical (.30).
The Boykin and Allen Revised teacher-child correlations indicate moderate
subscale correlations for communalism (.46), orality (.41) and spirituality (.-45). A
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weak correlation is found for movement expression (.-26). Verve (.01), affect (.-01) and
individual expression (.-00) showed no correlation. A reliability analysis of teacherchild correlations show a Cronbach's alpha level of. .77. The teacher-child correlations
are insignificant except for communal (.06) and spiritual (.07). These two show
marginal significance.

Multiple Regression
In order to find which subscales from the Boykin Allen Revised method would
correlate with the physical and cognitive subscale from the Harter and Pike Scale, a
stepwise multiple regression of children’s responses from the Boykin and Allen Revised
method was run on the physical cognitive subscales from the Harter and Pike Scale.
The Boykin and Allen Revised showed spiritual at .55 as the predictor being moderately
correlated on the cognitive scale. On the physical scale, movement expression at .39
and spirituality at .35 show modest correlations.

Convergent Validity
Convergent validity was used as the index to measure validity. Harter and Pike
(1983) used this same method in their research. Children gave feedback on reasons for
their responses on test items. For example, child # 5's response to a communal test item
was "He's trying to calm them down"; "They are fighting"; "I know when something's
going right and when something's going wrong." Another example is child #7's
response to a communal test item: "The boy is getting a drink"; "He's too little to
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reach"; "I help my sister." If I did need to probe, the child was asked, depending on the
subject, "Why do you think?"; "How do you know that you are or are not good at?"

Parent Interviews
I interviewed five parents. Four interviews were done at research site 1 and one
interview from research site 2. The small number of parent interviews is due to the time
crunch. At Drop-off time, parents were in a hurry to get to work. At Pick-up time,
parents were in a hurry to return home. Evening parent meetings were poorly attended.
The research site was in an urban setting and the majority of the parents from research
site 1 lived in the surrounding suburban areas. Third, parents from both sites were
skeptical about what I was doing. When I approached various parents for an interview,
they either said that they were in a hurry to get home or that they did not remember my
project.
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CHAPTER 5

CASE STUDIES
A series of case studies explored the usefulness and relevance of the Afrodimension of affect in understanding acting up and acting out among African-American
children. Acting up and acting out are misbehaviors by children which can have a
number of different causes. The most frequent acting up or acting out behavior is being
aggressive toward other children. Teachers, of course, are appropriately concerned with
aggressive behavior in children and search for ways of limiting and eliminating these
behaviors.
The affect dimension provides the beginnings of an intervention strategy that
can be used when acting up occurs. The affect dimension includes: 1) helping the child
to talk about feelings; 2) verbal fighting or using words to fight; 3) no physical fighting;
and 4) the child can calm down with teacher intervention. The ability of the child to
calm him or herself is a critical skill that has been used by Nugent and his colleagues.
When these initial strategies do not work the teacher initiates a series of placement
strategies: encouraging the child to work independently, time out in the classroom and
finally placement in another classroom.
Data were collected for mini case studies of seven randomly chosen children
from both research sites. The mini case studies are in narrative format. They include
data from the observations of "acting up" and or "acting out" behaviors in the
classroom. The observations for all the children were carried out during free choice
time, circle time, transitional periods and outside time. The observations covered a ten
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week span. Five weeks were spent at each research site. The testing and observations
took place in four classrooms; two from each site. Observations in each classroom
covered two and one-half weeks (twelve observations).
During the observation segment of this study, my research role became a
participant observer. In this mode, I took on the role of engaging in activities with
children, moving children through transitions and assisting teachers throughout the day.
These hands on experiences immersed me into an African-American learning
environment.
Along with observations on affect subscale, I made general observations of the
behaviors identified in the movement expression, verve, communal and spirit subscales.
The observations of these behaviors and concepts demonstrated the validity of a cultural
context. In other words, Boykin's (1992) Afro-dimensions were played out in an
African-American environment. In particular, data collected on child responses show
movement expression, verve, communal and spirituality are cultural behaviors that
foster competence development in African-American children.
The mini case studies reflect four steps of teacher intervention: (1) verbal and or
physical guidance; (2) ignoring of inappropriate behaviors; 3) time out; and (4) removal
of child from the classroom. The inappropriate behaviors were handled the same in
both research sites.
Developmentally, all children between 3 and 5 years old are at the stage of
moving towards "internalizing" limits. Teaching children to internalize limits is a
priority in child rearing practices within the African-American community. It is a slow
process in which children are provided with limits time and time again. This is
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necessary because inappropriate behavior is repeated by young children until they grow
to understand or to internalize appropriate behavior. Consistent use of verbal and
physical guidance is necessary for the child to develop this skill. A key to teaching
these skills is the way in which the teacher or parent carries out the verbal and/or
physical guidance.
African-American parents and teachers use a firm, no-nonsense tone when
teaching limits. Directions are short and to the point. The child may not like being
verbally or physically guided; however, disrespect is not tolerated. The child is not
allowed to disrespect parent or teacher by yelling back, hitting, or throwing materials. It
is through the setting of limits that children learn the concept of respect. Respect
includes a deference and honoring of adults as well as the guidelines which adults
encourage children to follow. Children show a sense of respect by listening to adults
and following their directions.
Studies done on the Black family (Bartz & Levine, 1978; Nobles, 1985, 1989;
Peters, 1985; Wilson, 1995) note that respect, early independence, caring for young
siblings and respect for parental authority are fostered in African-American families.
These aspects of child rearing in Black families are nurturance from an AfricanAmerican perspective. In Euro-centric environments headed by Euro-centric teachers,
nurturance takes on a different meaning. Nurturance is equated with cuddling and sweet
tones when setting limits. Often, the limits are not firmly set because the teacher
believes that he or she does not want to appear mean to the child. When young AfricanAmerican children enter a learning environment they bring their cultural values with
them. In the African-American community, nurturance includes respect for parents,
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authority, and limit setting. The compliance that the African-American preschoolers
had when their teachers intervened on their acting up and or acting out behaviors is
based on cultural understanding. Given the heterogeneity factor presented in Boykin's
(1992) belief that African Americans follow traditional American, minority, or the Afrocultural mainstreams of life, when African-American children are in a learning
environment that is reflective of Euro-American context with White teachers, the
African-American child will challenge their authority because their interaction style is
different.
Verbal and or physical guidance was demonstrated by the teachers reminding the
child of the appropriate behavior. If the inappropriate behavior continued, then the
teacher reminded the child again of the appropriate behavior along with a consequence.
If the teacher spoke to the child again, the child was given time out. If the child moved
slowly, the teacher took the child by the hand and guided the child to a time-out chair.
Ignoring of inappropriate behavior was the second teacher intervention used
when children were "acting up" or "acting out" through use of verbal fighting and or
physical fighting behaviors. One aspect of behavior management is that inappropriate
behavior is ignored as long as the child is not hurting him or herself or others.
Consistent ignoring of inappropriate behavior shows the child that the behavior in
question is not accepted. This intervention is used after a teacher has set verbal limits
with a child. In the African-American learning environment, the child ended the
inappropriate behavior when the teacher did not change the ignoring stance, and there
was often no further repetition of the behavior.
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Time out was the third intervention used. Time out is used when a child is not
able to follow teacher direction. Time out happens after a teacher has verbally and or
physically interacted with a child and when the ignoring of inappropriate behavior is not
working. The concept of time out lets the child know that his or her inappropriate
behavior is not allowed. When a child is ready to change his or her behavior to an
appropriate mode, then the child may rejoin the regular classroom activities.
The fourth intervention of removing a child from a classroom for a short period
of time or for the rest of the day is also used in public schools. I had not observed this
t

intervention being used in a daycare environment. This intervention diffuses the
inappropriate behavior and saves the teacher some energy. The space that is given
between child and teacher helps to clear the air and when the child returned, nothing
else is said about it. There is a non verbal understanding . Again, the way that the
interventions were handled was key in the African-American classrooms.

Observations on Movement Expression. Verve. Communal, and Spirituality
The results from the data analysis of children responses and teacher responses
show that movement expression, verve, communal, and spirituality dimensions are
culturally specific concepts that foster a competent feeling in young African-American
children. These four dimensions were observed frequently at both sites.
Movement expression was incorporated into the daily learning. During circle
time, as children were learning the basic concepts of the sequence of days of the week,
concepts of holidays, et cetera, they were moving. The abstract is put into concreteness
through fingerplays, little rhythm patterns, et cetera. During these times, children would
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initiate their own rhythm by moving their heads, swaying their shoulders, clapping as
they recited the fingerplay, words to the days of the week, et cetera. These behaviors
also played out when the children were in transition in the daily schedule or if a child
was working independently on an activity. From time to time, I would observe a child
humming and moving while working on a puzzle.
Verve was demonstrated when a child was singing while engaged in an activity
during free choice time. During this time of the day, there would be a number of table
activities that were available for the children. Children were working on their own
activity in between helping a child with an activity that he or she might be having
trouble with while rhythmically moving and singing. The pattern of doing more than
one thing a time was common and at the same time learning was going on.
The communal concept was consistently demonstrated among children.
African-American children are reared to be helpmates to parents and younger siblings in
the home. When preparing to go outside, children naturally assisted their peers with
coat zipping, hats, mittens. In one instance, a child said to his peers "We need our hats
today." There was little teacher interaction during those times. During the day, I would
observe occasional assistance among children. One would automatically roll up the
sleeves of another child and then continue to go about his or her activity. There was
little seeking of approval from teacher when these acts were performed. They were
natural and a given expectation. If two children were helping to set up nap cots or to set
the tables for lunch, and one of the two was not following through the other child would
assist and would gently scold the child. There was a sense of communalism fostered
when children corrected me if I mispronounced any child's name. A child would be
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quick to correct me. During meal time, I sat with children. They were adamant that I
follow the correct table manners. They spoke to me also in a gentle scolding tone.
"You don't eat before we say the grace." These acts of communalism fostered a sense of
togetherness in the groups of children.
Communalism was observed on the adult level as well. Teachers were
helpmates to each other. As with the children, there was a sense of a community. If a
teacher had to leave, another teacher would appear to help out while the other teacher
was gone. In one setting, a teacher baked and gave out baked goods to her colleagues
on a regular basis. Teachers were respectful of each other. I noticed that even if there
was skepticism about a teacher, there was consistent respect. This behavior is different
from what I have experienced as an African-American teacher in a Euro-American
setting. There seems to be more of a competitive and cooperative sense that happens
among teachers versus a communal sense.
Spirituality was shown in the tone of the group. According to Boykin (1992),
the spirituality dimension is defined as a vitalistic movement versus a mechanistic
movement through life. This concept was evident in the African-American learning
environment. Generally, young children move in a happy manner. African-American
children have a vitality all their own. It is evident in the grace that was sung before
meals at one research site as well as in the other three concepts of movement
expression, verve, and communal. In connection with the test items under this subscale,
spirituality is defined as being familiar with African-American celebration such as
Kwanza, for example, being fair, going to church, and family connectedness. Children
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demonstrated the family connectedness and their feelings about church in many selfinitiated conversations with each other or me. They acknowledged participating in
family gatherings and most of them enjoyed it. Some liked church and some did not;
however, the unspoken understanding from them was that their participation was an
expectation of their parents or of their parent.
In general, these four concepts can stand alone or intertwine with each other as
African-American behaviors that facilitate the development of competence. Thus
movement expression, verve, communal, and spirituality are cultural specifics for
consideration when assessing children from African-American culture.

Child #1
Mason is a four-year-old boy, characterized by an ever present pout on his face,
who exhibited very little social and emotional skill development. He demonstrated his
lack of competence himself in his relationship to his peers in the majority of the
observations. During one visit, I observed Mason standing with his arms folded on the
edge of the block construction area. Another child was stacking a pile of blocks. He
kicks over the pile of blocks. The other child yells stop. Next, Mason and the other
child begin to build with blocks. On another visit, I observed him standing at the edge
of the block area. He took blocks from other children who were playing there. The
teacher sat him out. He sat for awhile. He got up. He walked around the edge of the
classroom. Mason went over to a child who was cutting with scissors. He grabbed the
paper. The other child yelled for him to "Stop." The teacher intervened and sat Mason
out. The same "acting out" behaviors of disrespecting his peers’ space and materials
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was consistently followed up with the same teacher intervention. During large group
times, Mason would stand or sit outside of the circle .If and when he did enter the circle,
he would either sit quietly or he would push or hit the child who was next to him.
Mason had parental permission to participate in the test. During the first testing
session, he was very reluctant to come to the testing area. The second time, he came
and answered two questions. In the third session, he became upset with the pictures of
the children showing physical and verbal fighting. He said " Where's the nice pictures?"
"These aren't nice." He walked away because he did not like to see children in conflict.
However, later that day, when another child kicked him. Mason said "My mother said
to hit anybody that hit me." Mason's words about the picture were in conflict with his
behaviors and his mother's instructions.
Mason showed little sense of communalism which also affected spirituality,
movement expression and verve concepts. I observed little of the four concepts. In this
case, communalism encompasses the other three concepts because Mason was not
sociable. Once in awhile he would partially participate with group activities however
most of the time he kept himself on the edge of the learning environment.
Mason's inappropriate behaviors suggest immaturity and low levels of
competence. The teacher interventions were necessary to handle the inappropriate
behavior. Mason lacked social entry skills. He did not know how to engage in activity
without using aggressive behavior. Generally a teacher would use verbal and physical
guidance and time out interventions with Mason. With teacher support, he was able to
calm himself down. A next step is to foster positive social entry skills by giving Mason
words and actions that he could use when engaging in activities with his peers.
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Child #2
This case study is an example of a child who sets herself apart from the group
The context of the classroom environment is predominantly African American. Maria
is Portuguese and Spanish. Maria had a bright smile and a cherubic face. She rarely
engaged in activity with her peers. I usually observed her remaining on the periphery of
activity more or less observing others. She would spend long periods of time engaging
in solitary activity at the water table or with books. If asked a direct question she would
give whimsical answers. "I'm just thinking about the sky" would be her reply.
During outside time, she would physically sit against the building away from her
peers. She chose not to enter any of the group games with the teachers and children.
Once, during circle time, the teacher invited her to lead the group with a song of
her choice. She rose to the challenge. She took a leadership role by directing the group
to sing, "She'll Be Coming Round the Mountain" She used a loud clear voice. This was
my first observation of her taking on a leadership mode. She enjoyed being part of the
group.
Although the classroom environment fostered some support of Spanish culture,
classroom furniture labeled in Spanish, the classroom culture was African American.
Children in her classroom demonstrated this notion expressive movements,
communalism and general spirituality. For example, children said grace before meals
exhibiting an African-American style rhythm and beat.
I spoke Spanish to her one day and she moved quickly from one side of the room
over to me. She smiled brightly, leaned against me and responded to me in Spanish. I
asked her who she might want to play with. She chose the block area where two others
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were playing. She attempts to play with the two who are already there. Later she came
back over to me. She spoke to me in Spanish.
Based on my observations, this child appeared to be detached from the group.
Little was fostered in the daily routine that was representative of her culture. The
dominant culture, in this case was African American. Little teacher intervention was
done to incorporate Maria's culture into the environment. The presence of Spanish
culture would lend to more participation.
Maria exhibited limited amounts of communalism. When she felt part of the
group she happily took part in being very social towards her peers. She exhibited verve
when she sang while working on activities. When she felt part of the group, she was
very spirited and movement expression was natural whether she self initiated or moved
with her peers. An intervention should include activities with Spanish influence in the
classroom so that Maria's culture is validated and Maria feels part of the group.

Child #3
Marco wore a continuous mischievous smile o his face. This child's "acting up",
"acting out" behavior level included self initiation of inappropriate behaviors towards
his peers. His face would light up when his mannerisms were playful or teasing.
Randomly and throughout the day, this child was constantly aggressive towards his
peers. Generally, teachers would put him in time out whenever they witnessed him
hurting or teasing others. Usually, he was verbally directed or physically guided to a
time out chair. He sat there until he was allowed to return to the group. Other times,
the teacher would redirect him to work on an activity by himself. During periods of
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working independently, he would become very focused and purposeful in completing
the task before him. I observed his parent and brothers during pick up time. He had
three older brothers. Two were a set of twins.
Perhaps Marco's "acting out" behaviors were in response to the way he is treated
by his brothers. Further observations of Marco's interactions with his brothers would
reveal a clearer picture.
Marco exhibited communalism in his playful manner with his peers. He was
also helpful. He was always moving an inner rhythm so movement expression was part
of his personality. The verve concept was high when he were working on an activity
while helping another peer. I observed low verve when he was working independently.
Marco was very spirited. In this case the movement expression and the spirit concepts
were as one with him. He appeared to enjoy life. When Marco exhibited acting up and
acting out behaviors, teachers used verbal and or physical guidance or time out
interventions. At these times, Marco calmed down and he stopped the inappropriate
behavior. A intervention for Marco is to give consistent praise and encouragement
when he is interacting with peers in an appropriate manner.

Child #4
Quincy is four years old. He has a slim build, sad eyes and his facial
expressions are of someone who has been rejected. The child is in foster care. His
"acting up" and "acting out" behavior was a pattern. He would create situations that
would be rejected by his peers or by the teacher. During circle, he was disruptive and
he would be removed. Once removed to time out, he would cry for the rest of circle
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time. The teacher commented that he would exhibit this behavior everyday. Other
’’acting out" patterns were observed during transition times. Quincy would become
aggressive by randomly hitting or pushing a peer and have to go to time out. He would
cry. If he were redirected from a learning area in order to wait a turn, he would cry.
Once he wanted to join a stringing activity. There were no strings left. He began to cry.
Later, during circle time, Quincy remained at the table in order to string beads. He
watched the circle activities while he strung the beads. He smiled. He held up his
finished product. He skipped to the bathroom.
His "acting up" "acting out" behavior appeared to indicate a lack of control in
his life. He had been in various foster homes and in school it appeared as if he did not
believe that he fit in with the group or he believed himself to be rejected. Teacher
intervention consisted of verbal and or physical guidance, time out and removing
Quincy to another classroom if he was unable to stop the acting up or acting out
behavior. Quincy usually had trouble calming himself down. The teacher kept the lines
of communication open with Quincy's foster mother. She was sensitive to his needs .
When Quincy felt happy, I observed movement expression and spirit when he
participated in group activities. He demonstrated verve by singing and talking with
peers while working on an activity. I observed communalism when he played with a
peer in dramatic play. An appropriate intervention for Quincy is to allow him to be a
special helper to the teacher
Quincy has some positive skills such as movement expression and spirit and at
time communalism. These are skills to help build competence.
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Child #5
Charlie is a pale and fragile four-year-old. His eyes are sensitive and he has a
worried expression on his face most of the time. It seems reluctant to enjoy some
activities. Instead, he gravitates towards adults and talks about the songs that he did not
like to sing. He was transferred to this classroom due to behavior problems. He spent
the better portion of the previous year, according to the teacher, in the office. His
"acting up and acting out" behavior centered on aggressiveness toward others. I did not
observe any aggressiveness towards others during my observation visits. Charlie cried
if conflict occurred between him and a peer. The focus of the conflicts were based on
Charlie's block or lego being destroyed. Charlie enjoyed the block area. Generally he
was engaged in building blocks with another peer. During one observation, Charlie was
building a lego car in the block area. Another child broke the lego car and Charlie
began to cry. He would revert to crying if his space or his person was invaded by
another child. Teacher intervention should begin with helping him to use his words.
Other times, I observed the child exclaiming over his efforts of accomplishment, the
child would smile and tell a peer about his accomplishment. "Lookit dis-. I gotta
little bit." He looked out for others. During a outside transition, he went around to peers
explaining that hats were not needed that day.
Charlie felt comfortable enough to engage in conversation with me. He told me
the songs that he did and did not like to sing during circle.
Charlie was very communal. He helped his peers . He sought out friends.
During these times, he showed spirit. Movement expression and verve were low. He
liked to watch his peers engage in movement expressive and verve. An intervention for
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Charlie begins with ignoring the crying. Once the crying decreases or stops, then the
teacher begins to use words and physical guidance. With teacher support, Charlie is
able to calm himself.

Child #6 Research Site 2
Veronda is a four-year-old girl. Physically, she was stout and solid and she
looked older. During my first two observations, I noticed that Veronda would sit for
long periods of time and stare. There would be no expression on her face. The teacher
encouraged her to find an activity. When she was ready, Veronda would find an
activity. As I frequented the classroom more. I noticed that there was a pattern of
periods of time when Veronda was in a quiet mode and other times when she spent the
morning being aggressive to her peers. If she wanted what the other child was playing
with, she would grab for the object. Another "acting out" behavior was loud crying near
the teacher when the child believed that her needs were not being met. The teacher
interventions were to use verbal and or physical guidance, to ignore the crying until the
child verbally let the teacher know what her needs were, and time out. These
interventions helped Veronda to calm herself down. The teacher informed me that she
had this Veronda's sister and the behaviors had been similar. The teacher had concerns
about child's treatment in the home by the sister. While administering the test to the
child, she equated the pictures of verbal and physical fighting to the relationship
between she and her sister. She began to talk with me about her relationship with her
older sister.
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Veronda's movement expression and spirit came alive during circle time. She
eagerly participated in any rhythmic or movement activity. At times, she would initiate
dancing during circle. Veronda demonstrated low communalism because most of her
interactions with peers were aggressive. Communalism seems to be the key concept.
Without communalism children can not be successful. While engaging in activities she
demonstrated vervistic style because she would move her body while working as if she
heard an inner rhythm. An intervention for Veronda is to encourage positive peer
interactions by giving her the appropriate words to use in regards to sharing.

Child #7 Research Site 2
Benson was a tall four-year-old. He looked and moved about as if he were semi
drugged. When talking to others he had a wonderful smile. The teacher told me that he
was on ritalin and that he had good and bad days. My observations of the child
demonstrated his ability to play with his peers. He and others constructed many
buildings in the block area. The day that I administered the tests to this child, he was
physically removed from the room to another classroom. The teacher later told me that
he was having a bad day. When I administered the test, Benson moved through the tests
smoothly. He openly discussed his feelings and thoughts with me From his perspective,
he believes that he is not listened by adults When asked whether he liked having
families over for big dinners, he responded "They make too much noise when everyone
comes. " "It makes me feel mad." "When they scream they make me mad. I just play
Nintendo 64 and I yell back." I found him to be a very bright youngster.
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Benson, when he was able to stay in his classroom, exhibited communalism. He
enjoyed working with peers in the construction area of the classroom. He liked to talk
with adults. Benson enjoyed large group activities. I observed his participation in the
group activity of musical chairs. He and others initiated their own dance steps as they
moved around the chairs, during this time, he demonstrated movement expression and
spirit An intervention for Benson is to offer challenging activities. Challenging
activities for a cognitively bright and sensitive child such as Benson helps to foster
productive behavior.
In summation, the findings from the case studies validate the fact that
knowledge of African-American values fosters competence development in AfricanAmerican children. The case studies explored the usefulness and the relevance of the
Afro-dimension of affect in understanding acting up and acting out behaviors along with
teacher interventions. Observations of: movement expression, verve, communalism and
spirituality in African-American children in the classroom demonstrated cultural
specifics of African-American culture.
The majority of the acting up and acting out behaviors was aggression towards
peers. Teachers used four steps of intervention when handling acting up and acting out
behavior. They are: 1) verbal and or physical guidance; 2) ignoring of inappropriate
behavior; 3) time out; and 4) removing of child to another classroom. The success of
the intervention process is found in the manner in which African-American teachers
handled inappropriate behaviors. The teachers used a firm and no nonsense manner
when setting limits. The manner of the teacher is grounded in African-American
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culture. Respect for parental authority and elders is a main concept in AfricanAmerican childrearing. African-American children carry this cultural value to their
classrooms. In an African-American classroom, the child generally follows through
with the expectation of respect.
Observations of African-American children demonstrating movement
expression, verve, communalism and spirituality in the classroom validated the
relevance of these concepts. Children demonstrated communalism in their daily
interactions with one another. The findings also show that if a child is low in
communalism, the other concepts are affected. Movement expression was exhibited
during structured and unstructured times of the day. Children initiated their own
rhythmic movements whether moving through transitions or to accompany a learning
concept. Verve was executed when children were working on activities. They were
observed either humming or helping out a peer while engaging in his or her own
activity. Spirituality was exhibited in the vitalistic and stylistic mode that children
moved Children verbalized spirituality when they engaged in discussions about church.
When assessing African-American children's competence development, the
concepts of teacher intervention for acting up and acting out behaviors, movement
expression, communalism, verve and spirituality are cultural specifics that need to be
included.
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CHAPTER 6

DISCUSSION
This endeavor to expand Harter and Pike's Pictorial Scale to include Boykin
Allen Revised Scale is promising.
The high subscale scores from the Harter and Pike instrument reflect the fact that
young African-American children see themselves as very competent cognitively and
physically. The test item means and standard deviations from the present Harter and
Pike study show high means for three of the six test items in the cognitive subscale and
two of the test items in the physical subscale. The subjects from the original study were
a combination of preschoolers and kindergartners. The present study tested
preschoolers. Traditionally, there is a high expectation for kindergartners to be
competent in the test item skills from the Harter and Pike instrument. In comparing the
teacher/child correlations on Harter and Pike's (1984) study with the results from the
present study, the teacher/child cognitive subscale correlation was higher in the original
study (original .36 vs. present -.28). The teacher/child physical subscale correlation
from the present study was higher than the original study (original .30 vs. present .35,
respectively).
The results from the Boykin and Allen Revised Scale indicate that children view
themselves as very competent in movement expression, communalism, individual
expression and verve. According to Harter and Pike (1984), young children are inclined
to make positive statements in reference to their feelings of competence. They tend to
blur reality with the wish to be competent. According to Harter (1978, 1981a, 1984,
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1982), this type of response is age appropriate for the young child's developmental
stage. Older children tend to offer more realistic responses. This concept was
demonstrated with elementary and junior high students (Harter, 1981). Harter does not
believe that this takes away from the validity of her instrument (1984), rather that the
young child is giving his or her perception of their competence development..
Boykin (1983) identified nine Afro-American dimensions and seven of the
dimensions are used in this study. Boykin (1979,1982) and Allen and Boykin (1988,
1991) researched studies on movement expression, communalism, and verve. Their
research involved older children and the results were positive. Therefore, although the
general pattern for young children is to blur reality with the wish to be competent
(Harter, 1984), this study verifies that African-American children feel competent when
the environment includes cultural specifics that are particular to their culture.
Validity was examined through the use of convergent validity (Harter and Pike
1984). When children were asked for the reasoning behind their responses to test
questions, they were able to verbalize thoughts that were congruent with the question
(see Appendices). Harter and Pike (1984) describe this congruency as convergent
validity.
The Harter and Pike Scale and Boykin-Alien Revised Scale correlational results
show moderate teacher child correlations with communalism, orality, movement
expression, and spirituality subscales (Boykin Allen Revised Scale). These correlations
were not significant due to the small sample size. Spirituality in four-year-olds refers to
Boykin's (1983) definition: "a vitalistic approach rather than a mechanistic approach to
life." The test items that form this subscale concern cultural holidays, moral

72

development, church, and a sense of family connectedness. Spirituality, in this sense is
played out on a daily basis (see children's responses under spirituality in the
Appendices).
The communalism subscale was highly visible among the children. It is a step
beyond cooperation because the children consistently initiate a strong sense of caring for
each other. Children in both research sites were observed taking care of each other. For
example, one child was observed rolling up the sleeves of another child during play in
the water table or in preparation to go outside. Children automatically helped others
with shoe tying, coat zipping, etc. A strong sense of connectedness was exhibited in the
correct pronunciation of names. Children in both research sites would avidly correct me
with the proper pronunciation of a peer’s name, etc.
The low score for the Boykin Allen Revised test item, "recognizes famous Black
Americans"(orality subscale) suggests that teachers need to focus on appropriate ways to
incorporate famous Black Americans into the curriculum. A teacher from research site
1 voiced this concern to me after filling out the teacher questionnaire. She said the test
item was a “wake-up call” for her to provide more for children on African Americans
who are famous.
The high test item score from the Boykin Allen Revised method, "will accept a
hug from an adult when upset" (affect subscale) offers the view of children needing
nurturance when they have had a conflictual day.
The results from teacher-child correlations (Table 3) on Harter and Pike's Scale
show weak physical and cognitive subscale correlations. In comparison with Harter and
Pike's (1984) study, the scores in this study were weaker on the cognitive subscale;
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however, stronger agreement is present on the physical subscale. The findings
demonstrate that teachers’ responses in relationship to children's responses are lower.
These findings show that White teachers regard cognitive development as important and
Black teachers deem physical development to be important.
The Boykin Allen Revised method showed communalism, orality and
spirituality subscales as having moderately strong teacher-child correlations.
Communalism, orality, and spirituality are specifics of the African-American culture.
The teachers in this study are either African American or of African descent; therefore,
given this perspective, they foster and they expect the children that they teach to
demonstrate the behaviors that coincide with these subscales. In other words, in the
African-American culture, looking out for others, (communalism), recognizing famous
Black Americans (orality), and experiencing African-American holidays and family
connectedness (spirituality) are specific to the culture .
Results from the teacher child correlation on the affect subscale show a zero
correlation. This finding denotes children's apprehension of being perceived as
misbehaving. The expectation for children was to use words versus physical and or
verbal fighting. Therefore, when some children were asked if they "physically fight" or
"verbally fight," they would choose the smallest circle. However, once they departed
the testing area, I observed the same children involved in various conflicts that included
verbal and or physical fighting. Other children voiced strong affirmation of being
aggressive to others. I would hear responses such as, "My mom said if they hit, then
you hit back.” This concept of fighting is a protective measure rather than a violent one.
It seems to me, given this context, the children who were less competent said that they
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did not verbally or physically fight. The more competent children said that they would
hit their siblings or anyone who hit them.
Verve and individual expression show zero teacher-child correlation. The
children felt competent in the areas of being able to learn in high levels of sensate
stimulation (verve) and expressing themselves (individual expression). The teachers’
appraisals did not match the children's views. Although the teachers set an environment
that was influenced by the culture (verbal interactions with children, behavior
expectations), they taught the children from a traditional sense because the teachers
have been taught from a mainstream perspective.
The findings from the stepwise multiple regression done on children’s responses
show spirituality to be moderately correlated with the cognitive subscale. Movement
expression and spirituality modestly correlate with the physical subscale. These
findings indicate that African-American children’s learning is enhanced cognitively
when spirituality is included. Movement expression and spirituality should be included
on the physical subscale.
The findings from the mini case studies indicate that teachers use verbal
guidance, physical guidance, ignoring of inappropriate behavior, time out, and removal
of child to another classroom for part of the day as interventions when children "act up"
or "act out." Further, the teachers use firm, no-nonsense nurturance during those times.
The children responded appropriately to teacher interventions. The teachers were aware
of children's home situations and they took the home situations into account when
interacting with upset children. I did not observe children retaliation on teachers by
hitting at the teacher or increases in inappropriate behavior. In other situations, when
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the teacher was Caucasian, I have observed African-American children to continue the
inappropriate behavior. It is at this point that a gap is incurred.
The gap is in the different perceptions of African-American and EuropeanAmerican teachers’ approaches to intervention. This gap is the cause for many AfricanAmerican children being labeled as having "Attention deficit disorder" or "emotional
problems." The gap demonstrates a need for all teachers to be aware of the cultural
specifics that come with a child, and to be able to follow through when "acting out" or
"acting up" behaviors appear. This study gives a microscopic view of "acting out,"
"acting up" behavior. I believe the study sheds light on valid concepts for teachers to
consider when teaching children from other cultures. Classrooms that include cultural
specifics enables an African-American child to feel part of the group. Teachers who
have knowledge of patterns of culture will be able to broaden their teaching
perspectives.
The teachers used appropriate intervention strategies for misbehaviors.
However, they did not seem to have long-range plans for the social development of the
child. This study brings to light the necessity of allowing cultural pattern to be included
into traditional scales of measure.
A limitation of the study is the sample size. To increase generalizability, a larger
sample would be needed. Also, in reference to the heterogeneity of African-American
life styles (Boykin, 1992), an investigation of African-American preschoolers from
varying socioeconomic backgrounds needs to be conducted. The Boykin Allen Revised
method warrants further work.
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Further investigation is needed for test item development. The challenge is
being able to match photographs with the test item.
An implication of the study suggests that the Boykin Allen Revised Scale could
be used in pre- school child assessments. The items in the Boykin Allen Revised Scale
provide a guide toward culturally appropriate behaviors. The cultural specifics,
movement expression, verve, communal, and spirituality, that are brought out in this
study are a stepping stone to further enlightenment. Further, the test items could be
incorporated in with Harter and Pike's scale to create a developmentally and culturally
appropriate scale. Teachers and others who use this scale will be alerted to and be able
to directly implement some of the normative behavior appropriate to the AfricanAmerican community.

APPENDIX A
TABLES
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Table 1
Subscale Means and Standard Deviations
(Total subscale score = 24)
Scale

Means

S.D.

22
21

2.5
3.8

14.5
13
11.4
14.3
13.2
11.2
12.4

2.2
3.3
3.4
2.1
3.0
3.6
2.9

Harter and Pike
Cognitive
Physical
Bovkin Allen Revised
Movement
Verve
Affect
Communal
Individual Exp.
Orality
Spirituality
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Table 2
Test Item Means and Standard Deviations
Instrument
Harter and Pike Cosnitive Subscale

Present

Original

Means

S.D.

Means

S.D.

Good at puzzles

3.9

.41

3.2

.77

Knows names of colors

3.8

Good at counting

3.8

.56

3.6

.61

Recognizes alphabet

3.4

.99

3.6

.67

Knows first letter name

3.3

1.17

3.6

.62

Gets stars on paper

3.4

1.15

3.1

.95

Good at swinging

3.8

.62

3.6

.84

Good at climbing

3.4

.99

3.4

.77

Can tie shoes

3.2

1.15

2.8

1.12

Good at running

3.3

1.11

3.4

.76

Good at hopping

3.8

.60

3.4

.75

Good at skipping

3.2

1.19

3.4

.84

play to beat
dance
count and clap
say colors while clapping

3.6
3.5
3.7
3.7

.66
.90
.80
.63

sing and work
varied or sequence
transitional movement
focus when noise

3.2
3.7
2.9
3.1

1.2
.92
1.3
1.7

.41

3.6

.60

Harter and Pike Physical Subscale

Bovkin Allen Revised
Movement Exnression

Verve

Continued on next page.
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Table 2, cont’d.:

Instrument

Present

Original

Affect
verbalize feelings
verbally fight
physically fight
will accept hug

2.9
2.3
2.4
3.8

1.3
1.3
1.5
.68

37
3.4
3.6
3.7

.66
1.14
.72
.69

being silly
sad expressions
happy expressions
seek adult attention

3.1
3.0
3.5
3.5

1.2
1.3
.90
1.0

facial exp. when talking
recog. famous Black Americans
discusses problem solving
can sing words to a song

3.1
2.0
2.9
3.3

1.17
1.4
1.3
1.14

2.5
3.0
3.4
3.6

1.3
1.2
1.1
.77

Communal
help others
tell off ones who are off task
group task (clean up)
self as part of group
Individual Expression

Oralitv

Spirituality
knows African American celeb.
Understands “fair”
talks about church
connectedness
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Table 3
Teacher-Child Correlation
Instrument

Correlation Coefficient

p-value

-.28
.35

.27
.17

.26
.01
-.01
.46
.00
.41
-.45

.31
.97
.98
.06
.99
.11
.07

Harter and Pike
cognitive
physical
Bovkin Allen Revised
movement exp.
verve
affect
communalism
individual exp.
orality
spirituality

Table 4
Stepwise Multiple Regression of Child Responses to
Boykin and Allen Revised on Harter and Pike Scale
B

SEB

Beta

Sig.

.47

.13

.55

.00

.89

.28

.52

.00

.56
.44

.28
.21

.39
.35

.00
.00

Cognitive
Spirituality

Physical
1.
2.
3.

Movement
Exp
Movement
Exp.
Spirituality
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Table 5
Reliability Analysis of Subscales
(No. of Cases = 30.0)
Item Means

Inter-item
Correlations

Mean

Minimum

Maximum

15

11

22

Mean

Minimum

Maximum

.29

-.14

.58

Reliability
Coefficients

9 Items

Alpha=.7870

Standardized item alpha = .7882
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Range
10

Range
.72

Max/Min

Variance

1.9

15

Max/Min

Variance

-.40

.03

APPENDIX B
TEACHER QUESTIONNAIRE
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Cognitive Competence (Harter and Pike)
1.

good at puzzles
a) not very true b) only sort of true c) pretty true d) really true

2.

knows names of some colors
a) not very true b) only sort of true c) pretty true d) really true

3.

good at counting
a) not very true b) only sort of true c) pretty true d) really true

4.

knows alphabet
a) not very true b) only sort of true c)pretty true d) really true

5.

knows first letter of name
a) not very true b) only sort of true c) pretty true d) really true

6. gets stars on paper
a) not very true b) only sort of true

c) pretty true d) really true

Physical Competence (Harter and Pike)

1.

2.

3.

4.

5.

6.

good at swinging
a) not very true b) only sort of true

c) pretty true d) really true

good at climbing
a) not very true b) only sort of true

c)pretty true

can tie shoes
a) not very true

b)only sort of true

good at running
a) not very true

b) only sort of true

good at hopping
a) not very true

b)only sort of true

good at skipping
a) not very true

b) only sort of true
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d) really true

c) pretty true

c) pretty true

c) pretty true

c)pretty true

d) really true

d) really true

d) really true

d) really true

Boykin. Allen Revised Scale
Movement Expression__
1.

Child can play an instrument (shakers, wooden sticks, tambourine) along with
the beat of a song.
a) not very true
b) only sort of true c) pretty true
d) really true

2.

Child's learning of colors is enhanced when put to the beat of hand clapping,
a) not very true
b) only sort of true c) pretty true
d) really true

3.

Child executes a natural rhythmic moving of body when dancing.
a) not very true
b) only sort of true c) pretty true
d) really true

4.

Child can clap and count to a syncopated beat.
a) not very true
b) only sort of true c) pretty true

d) really true

Verve
5.

Child may sing while working on an activity.
a) not very true
b) only sort of true
c) pretty true

d) really true

6.

Child's performance is enhanced when activities are varied versus sequential,
a) not very true
b) only sort of true c) pretty true
d) really true

7.

While moving through a group transition, child initiates a spontaneous rhythmic
physical movement (clapping, hopping).
a) not very true
b) only sort of true c) pretty true
d) really true

8.

Child is able to focus on a task when noise levels are high.
a)not very true
b) only sort of true c) pretty true

Affect

_____

9. Child can talk about his or her feelings, (angry, mad, sad).
a) not very true
b) only sort of true c) pretty true

10.

11.

12.

d) really true

d) really true

Child will verbally fight with peers
a) not very true
b) only sort of true

c) pretty true

d) really true

Child will physically fight with peers.
a) not very true
b) only sort of true

c) pretty true

d) really true

When upset, child is able to calm down with teacher help,
a) not very true
b) only sort of true
c) pretty true
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d) really true

(S) minimal

13.

14.

Child initiates help to peers (shoe tying, coat zipping).
a) not very true
b) only sort of true
c) pretty true

d) really true

Child sees self as part of the group's effort.
a) not very true
b) only sort of true
c) pretty true

d) really true

15.

Child will "tell off' another child who is not following group effort.
a) not very true
b) only sort of true
c) pretty true
d) really true

16.

Child follows through with his or her task which is part of a group task.(i.e..
Clean-up time).
a) not very true
b) only sort of true
c) pretty true
d) really true

Expresli-e Individualism___
17.

Child expresses individualism by "acting silly".
a) not very true
b) only sort of true
c) pretty true

d) really true

18.

Child uses body movements in conjunction with sad expressions.
a) not very true
b) only sort of true
c) pretty true
d really true

19.

Child uses body movements in conjunction with happy expressions.
a) not very true
b) only sort of true
c) pretty true
d) really true

20.

Child seeks a lot of attention from adults.
a) not very true
b) only sort of true

c) pretty true

d) really true

Orality
21.

Child uses facial expressions, gestures to accompany his or her conversations
with others.
a) not very true
b) only sort of true
c) pretty true
d) really true

22.

Child recognizes and talks about famous Black Americans.( M.L. King)
a) not very true
b) only sort of true
c) pretty true
d) really true

23. When engaged in a problem solving activity child will talk a lot about what he or
she is doing and how he or she can or cannot do the activity,
a) not very true
b) only sort of true
c) pretty true
d) really true
24. Child can sing the words to a song
a) not very true
b) only sort of true

c) pretty true

d) really true

Spirituality
25.

26.

27.

28.

Child knows difference between right and wrong
a) not very true b) only sort of true c) pretty true

d) really true

Child understands the meaning of being "fair"
a) not very true
b) only sort of true c) pretty true

d) really true

Child can talk about how he or she feels when in church.
a) not very true
b) only sort of true
c) pretty true
Child has sense of "connectedness" (family celebrations).
a) not very true
b) only sort of true
c) pretty true
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d) really true

d) really true
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HARTER and PIKE
COGNITIVE SUBSCALE
TEST ITEM #lGOOD AT PUZZLES
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BOYKIN ALLEN CAIN SCALE
AFFECT SUBSCALE
TEST ITEM #9 CAN TALK ABOUT FEELINGS (ANGRY, MAD, SAD)
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Harter and Pike
CygnS^e Subscale
GOOD AT PUZZLES
t.i. 1

he's playing puzzles. He's playing by hisself.(#5 child)
he's working on a project.(#9)
putting his hand on his picture (#10 child)
KNOWS NAMES OF COLORS

t.i.2

names colors that she knows (#2 child)
she's drawing a picture, she's using crayons. I like to color that much.(points to
large circle) (#5 child)
she's painting for her birthday (#7 child)
she writing, child begins to name colors.(#9 child)

GOOD AT COUNTING
ti3.
does not recognize numbers but chooses the largest circle(#2 child),
she happy (child is referring to girl in picture) (#5 child)
demonstrates counting (#6child)
I like to count (#9)
she's dancing (referring to girl in the picture) (#10)
I'm real good. I know how to spell my name too (#14)
KNOWS ALPHABET
t.i.4
recites the alphabet (#2)
picks largest circle but does not distinguish between letters and numbers (#3)
recites letters in the picture (#5)
children's writing their names, child recites letters in picture (#9)
I know a couple of these (#10)
KNOWS FIRST LETTER OF NAME
t.i.5
spells out first three letters of name (#5)
It looks like McDonald's but it's not (#7) child's name began with M
N is the first letter of my name (#9)
child spells name (#28)
GETS STARS ON PAPER
ti6
my cousin do. Oh she's in school. I like school a lot
I get stars on my lists when I go to my mommy's school, describes picture (#7)
I keep picking the big one cuz I good (#8) child is referring to big circle choices
she's doing "me" child is referring to girl in the picture (#10)
I don't know how to make them (referring to stars) but I can count them. (#15)
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Physical Competence
GOOD AT SWINGING
t.i. 1

a lot a bunch (#5)
child did not recognize picture of swing (#13)
don't like to fall (#3)

GOOD AT CLIMBING
t.i.2. I like to climb a ladder or a tree (#5)
He's climbing up I like to go on slides. He might get hurt. (#7)
Because I'm bigger and I can stand on the stool and reach. (#9)
I'm real good
CAN TIE SHOES
t.i.3
my cousin can (#5)
but when I get bigger I will (#7)
I don't know how (#14)
child demonstrates (#22)
my sister teaching me but I don't know how (#31)
GOOD AT RUNNING
t.i.4
Why he's running for? I think he is running away so no one will find him. I like
to run
and make a race. (#5)
I don't like to run. I can run. I be tired. My teacher make me run.(#9)
I like to play on the playground (#10)
real good. I can run fast or slow (#14)
But sometimes, I fall (#15)
I hurt myself if I run (#31)
GOOD AT HOPPING
t.i.5
She's running cuz she don't want to get stuff in her eyes (#7)
She in sprinkler. I jump (#9)
GOOD AT SKIPPING
t.i.6
she climbing up a mountain (#6)
she closing her eyes and dreaming. She's trying to get the animals away. (#7)
she running in the water (#10)
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Boykin Allen and Cain Scale of Afro-cultural Dimensions
MOVEMENT EXPRESSION
Child can play instrument along with beat of a song,
ti. 1
play inst to beat of song
"he playin a guitar" (#3)
I'm gettin this for Christmas (referring to guitar)
I gotta CD (#31)
Child's learning of colors is enhanced when put to the beat of hand clapping.
t.i.2
acts out handclapping (#3)
I can do colors and clapping (#4)
they play (#5)
they are playing pattycake (#7)
they playin together pattycake (#9)
my sisters do that (#12)
I don't know what they're doing (#15)
playin miss mary mack (#27)
Child executes natural rhythm when dancing
t.i.3
they walking and laughin (#3)
I like to dance (#4)
Their singin like at church (#5)
She does not like to sing and move body. They dressed up in costumes (#7)
I'm really good (#8)
The people is singing. They turning from side to side (#9)
Child can clap and count to syncopated beat
t.i.4
All the time I can. (#4)
demonstrates by singing and clapping along (#7)
demonstrates handclapping and moving while counting (#8)
demonstrates item (#9)
I like to sit down and count (#10)
VERVE
t.i.5 and 6 no responses
While moving through transition
t.i.7
dancing and turning around
I sing on the way . They dance around scream and yell at my house,
you gotta walk no running (#29)
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Child is able to focus on a task when noise levels are high
t.i.8
he's writing (#1)
child adamantly said no
AFFECT
Child can talk about feelings
t.i.9
I scream and my mom beats you (#1)
He looks mad. I just cry with tears when I'm sad. (#5)
He feel bad (#6)
He feels sad. (#8)
He's mad cuz his mom left him (#9)
I just say "Leave me alone" (#13)
When I be sad, I just say I don't love my mommy. (#15)
I never get sad, mad and angry. (#16)
I sit and fold my arms. (#20)
I say "I don't want to talk to you and I don't like that." (#23)
Dogs get angry, people get mad (#24)
I can't because they still yell at you and tell me to go upstairs. (#27)
I don't like that and I go tell their parents. (#29)
Will child verbally fight
t.i. 10 He was yelling give me back my bike (# 10)
He's yelling at her. (#2)
He's screaming at the little one. (#3)
He told the little boy to get out (#4)
He's mad the little boy took his bike. I never yell I would say not even a little bit.
(#5)
He say "you stop" she ran over his stuff. (#6)
He say "stop, I can't scream too high" (#7)
He's riding his bicycle. He's saying on your mark get set go. (#8)
I would say "please get off my bike" (#10)
When my sister yell at me I go tell mommy. Her can't tell me what to do. (#11)
He's angry cuz he stole his bike. (#12)
He's screaming (#16)
I yell at my brother. (#19)
I yell at my cousins cuz they hit me and smack me, I hit them back and punch
them. (#22)
Will child physically fight
t.i. 11 She yell gimme back my bike. (# 1)
He's scaring the girl. (#4)
He's mad at his mommy. He's screaming at her That's not nice to scream at
mommy (#5)
He feel bad. He tryin to hit her.(#6)
He's mad. He's grabbing her. (#7)
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He's pushing her (#9)
She bout to cry. He tried to push her and make her fall. If she push him, he
might cry. (#9)
just my sister. (#11)
If you fight, you get time out. (#15)
Go tell the teacher if someone hits you. (#17)
my brother (#19)
child teases at the picture of the girl crying (#22)
I pushed. I kicked my big sister (#23)
If someone hits you, you hit them back (#24)
cuz I like to (#28)
I fight my brother, my dad said whoever hits you, you punch them. (#31)
When upset, can child be calmed down
t.i.12 I was crying that hurts my feelings. It's a mean hug. (#3)
makes me feel good (#6)
I'll be mad but I'll feel better. (#7)
It do help. Feel great when I hug her. (#8)
I like my daddy and my mommy to kiss me. (#16)
A kiss feels better (#20)
It stops from making me cry. (#27)
My mom misses me. She gave me a kiss. Made me feel good. (#29)
COMMUNAL
How good are you at helping your friends?
t.i.13 The boy is getting a drink. He too little to reach. I help my sister. (#7)
I help my friends be safe (#13) She overheard child before her
I help my friends get safe. (#14)
my daddy at jail (#19)
I have a little brother. He's 3.1 pick him up when he has to use the toilet (#22)
I help my friends work (#25)
Because they be mean to me. (In response to me asking why she doesn't help
friends. (#31)
How good are you at following along with rules of game
t.i. 14 They wouldn't let her run (#2)
You should do what the groups doing. I pick the big circle. (#5)
I play follow the leader (#7)
I don't have good eyes.(#8)

How good are you at not letting friends fight
t.i,15 He said "move back for I hit you." "Get out my way" the girl said. (#1)
If they fight, they get a time out. Tryin to let them don't fight. It's good that he's
doin' that. (#2)
They gettin in trouble. The girls He tellin' them not to hurt yourself. (#3)
He's tryin to calm them down. They are fighting. I know when something's
going wrong and when something's going right. (#5)
They hittin He tryin to get them out of the way. (#6)
The girls are mad. He's holdin the girls. (#7)
They dancin' (#8)
He's pushin them girls. (#9)
He's not lettin' them fight. (#10)
He's tellin them not to fight. (#11)
They’re dancin' (#13)
They arguin'. He's saying "stop arguing to them.(#16)
I tell my cousin (#22)
I say "don't fight" I tell the teacher if they hit. (#23)
He said two girls stopping fighting(#19)
Whoever hits my sister and brother, I will kick them (#31)
Can you follow group direction
t.i. 16 Their mom gonna beat them . They gettin their clothes dirty. (# 1)
They are gettin muddy. The cars will crash them (#3)
They are helpin them to get up. (#5)
They are happy (#7)
INDIVIDUAL EXPRESSION
How good are you at being silly
t.i. 17 He said Na na da boo boo, acting ugly (# 1)
He's bein' funny (#3)
He's bein' funny and silly (#5)
He's sticking out his tongue (#6)
He's teasing something. (#14)
I just laugh (#24)
How good are you at being sad
t.i. 18 Child demonstrates cry face along with noise. "All her friends left her outside.
Her cry" (#1)
She got marks all over her face. (#1)
I can cry that's why my mom slap me all the time.(#3)
My mommy left me (#9)
I open my mouth and cry. (#10)
My mouth is shut when I cry (# 12)
Her crying. I cry when my mommy hit me. I cry with my mouth closed (#15)
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She's a baby (#22)
I never cry. Only my baby sister cries (#27)
How good are you at being happy
t.i. 19 Child demonstrates happy facial expression (# 1)
He's upside down (#3)
He looks funny (#4)
He's having fun (#5)
I'm happy alot (#9)
Do you like attention
t.i.20 Why you pick big one. You gotta put little one. (#1)
I like attention from my daddy. I like to hug my daddy. My daddy's at work (#7)
My mom gives me attention and my nana (#9)
I like attention from my brother my dad got his own house. (#21)
No one gives me attention. There's no attention in my house. (#29)
Grandma gives me attention because she don't whip you. (#30)
ORALITY
How good are you at making faces
t.i.21
How good are you at knowing and talking about famous Black Americans.
t.i.22 Michael Jordan is famous. He wears a red uniform, he plays basketball (#3)
I know MLK He's famous. He talked about people and children.(#5)
Michael Jackson. He sings (#19)
Michael Jackson. Child starts singing (21)
My sister and brother went to MLK school to get snacks (#23)
Michael Jordan is on the basketball teams. (#24)
How good are you at talking about something that you are doing
t.i.23 They puttin they hands in there playin'. (##3)
They takin out sand (#6)
She washing her hands. She talkin to her friend (#9)
I see. Daughters are talking (#11)
How good are you at singing
t.i.24 Child sings the Peanut Butter Song (# 1)
He's biting his sandwich (#2)
Yes I can sing (#3)
He's eating a sandwich and he's singing the peanut butter song.
I like ABCD. Child sings the alphabet while clapping to the beat.
He's laughing (#10)
He's playing music (#16)
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ABC song and Mary Mack (#19)
child demons (#21)
SPIRITUALITY
How good are you at knowing about African American holidays
t.i.25 Their doing Thanksgiving (#5)
name of hugging and eating (#6)
I don't know country (#7)
They are from Africa. That's a family of Jamaica (#9)
This is a Kwanza celebration (#21)
My mommy told me about Kwanza (#27)
Hannukah is happening (#29)
How good at you at being "fair" when you are playing with a friend
t.i.26 They pulling the truck "That's mine, that's mine"(#3)
I don't like that (#4)
They're fighting over a truck. Mother took it away. (#5)
I don't like to do fighting. (#7)
They fighting with the truck (#8)
That's his not hers. (#10)
Those two are fightin over a truck (#13)
They won't share. Who had it first ? (#16)
Hurts our feelings. (#21)
They fighting. The mommy's gonna pick it up. (#25)
Arguing because the mother will come and take it away. (#27)
If you don't share, your not fair (#29)
my mom says girls don't play with trucks (#30)
Them is fighting with the truck. If I don't know them name I would fight over
the truck. (#15)
How do you feel about going to church
t.i.27 Oh them praying. I feel sad. I don't like to go to church. (#1)
comments on colors and designs. I feel happy in church (#2)
I feel mad. My mommy brings me. I don't like church. Not my favorite only
school. (#3)
I sing. I feel fine I do not talk. Child names others that go to church with her.
(#4)
They at church. You learn to sing and pray (demons praying) I like it (#5)
peoples in church, babies much better cuz I love my mommy. (#7)
They can't see. It hurts my ears when they sing a loud song like Saints Go
Marching In. (#8)
I feel happy. I like going to church. Church is to sing and you can learn every
last word of the song. I'm smart I know that. (Child describes people in the
picture.) She is on her grandma and that a little child. (#9)
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Child does not like church . Can talk about it. "They at church. I feel not fair."
(Child crosses her arms.) (#10)
People are at the movies (#11)
They sittin on a chair at the movies. (#12)
Them at church. I feel happy. (#13)
I go with my grandma. I feel a little tired at church. (#14)
They at church. I feel good. (#16)
Why they no eyes on the people.(#15)
I just do. My brother comes too. (#17)
I feel fine (#20)
I feel better (#26)
My mom gives me cookies and crackers and stuff. Cuz I feel happy like that.
(#28)
I like to sing the songs that they sing. When its time for leave we go home then
we come back to church. (#27)
My grandma takes me really (#29)
Aunt Jean takes me to church (#30)
How much do you like to have a big family dinner
t.i.28 Thanksgiving, my grandpa and my daddy (#1)
prayers I love it (#2)
It's a food table. They praying for food. They sit (#3)
I like it cuz it's good. Grandma comes We have lobster. (#4)
The best I like is having all family and friends. (#5)
Their eatin spaghetti. (#6)
Family eatin I love my mommy I miss her too. (#7)
It's a family of eating. It is a full house. I like it when everyone is at my family
#9)
They at a restaurant They having fun. (#10)
probably a family(#12)
T is my friend. She had big people at a party. She had some dinner (#16)
chicken my aunt my cousins. (#19)
all my cousins come (#22)
no aunts and uncles but cousins come. It makes me feel good when they come.
(#28)
eating Christmas dinner. Uncles, cousins and friends. (#27)
They make too much noise when everyone comes. It makes me feel mad. When
they scream they make me mad. I just play ninendo 64 I yell back (#29)
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PARENT INTERVIEW QUESTIONS
1.
2.
3.
4.
5.
6.
7.
8.
9.
10.
11.

How many people live in your home?
During infancy was your child, slow to warm up, anxious and fearful, active,
or easy?
How does your child get along with siblings, cousins, peers?
How does your child behave when he or she is mad, angry or disappointed?
How do you handle this behavior?
What do you want your child to learn how to do at school?
Do you have any concerns about your child's development?
Do you have a busy or quiet home atmosphere? What makes it a busy or quiet ?
How do you discipline your child or children?
What do you think about children and fighting?
When your child accomplishes something, how does he or she express their
feelings?
What age did your child walk? If you breast fed, was it easy or hard to wean
your child ? When was your child toilet trained?
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